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SUMMARY 
 
  
 The purpose of this study was to assess the influence of an 
adventure learning program, based on participation in group adventure 
initiative tasks (GAITs), on participant self-esteem and, further, to 
examine any associated gender differences in the dependent variable. The 
study took place within the framework of the 'Group Dynamics in Action' 
unit offered at the University of South Australia, Underdale Campus, in 
semester 2, 1994.  The course included participation in group adventure 
initiative tasks, the identification and examination of group dynamic 
processes, the investigation of individual roles within the small group and 
the review of these processes in the group setting.  The program also 
included an experience on a high ropes course. 
 Both quantitative and qualitative data was gathered to gain insight 
into gender differences and their relationship to the dependent variable 
and also to provide insight into any discrepancy in outcomes between 
males and females with regard to participation in group adventure 
initiative tasks. 
 The sample set of participants was drawn from undergraduate 
students studying at the University of South Australia in the Bachelor of 
Teaching (Primary), Bachelor of Education (Secondary Physical 
Education Teaching) and Bachelor of Applied Science (Exercise and 
Sport Science) courses.  Subjects were assigned to either experimental or 
control conditions and the experimental group were then randomly 
assigned to one of three treatment groups. 
 Sixty one (N = 61) male and female subjects were tested pre and 
post-treatment period.  Psychological tests included the Coopersmith Self 
Esteem Inventory (Coopersmith 1981) and an adaptation of 
    SUMMARY     2 
Coopersmith's Behaviour Rating Form (Coopersmith 1967). Qualitative 
data was gathered using Kuhn's Twenty Statements Test (Kuhn and 
McPartland 1954), a self-esteem questionnaire, observations made by the 
researcher and other staff about subjects interactions and from weekly 
journals kept by subjects throughout the treatment.  The duration of the 
treatment period was 14 weeks consisting of 14, 2 hour seminars. 
    
Key Words: group adventure initiative tasks, group dynamics, self-
esteem, adventure learning.    
 
Chapter 1 
 
 
INTRODUCTION 
 
 
1.1  Pre-amble
 
 The area of adventure learning and education has become an 
integral part of school curriculum, human resource development and 
therapy and counselling in recent years and is gaining acceptance as a 
highly effective form of educational tool.  Adventure learning has been 
defined in several ways; however most agree that the process utilises 
experiential risk, either physical or psychological, real or perceived, as a 
vehicle for learning and personal development. Dr. John Cheffers in 
Rohnke (1984) presents us with an assumption upon which adventure 
learning is based: 
 
        " People are at risk when they learn. The risk may be physical, 
 social, emotional, intellectual, or spiritual in nature. One of the 
 primary objectives of new games, initiative tasks, ropes courses, 
 trust activities and inclusive co-operative competitive games is to 
 help participants deal with the process of risk and the product of 
 behavioural change" (p.7). 
 
 Currently, a new awareness and understanding of adventure 
education has emerged throughout the wider educational arena. 
Traditionally, adventure education has been seen to consist of  outdoor 
pursuit activities, such as rockclimbing and canoeing, adventure 
expeditioning, kayaking and ski-touring or structured, in-situ and 
artificially constructed activities such as ropes courses and initiative 
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tasks. The use of adventure learning programs utilising ropes courses and 
initiative tasks has developed significantly in previous years (Doughty, 
1991), and many school outdoor education programs have included this 
form of adventure education in their curriculum. 
 Many behavioural observations of participants involved in outdoor 
and adventure education programs have been documented (Humberstone, 
1976; Knapp and Goodman, 1981; Mortlock, 1978;  Rohnke, 1984; 
Strutt, 1960).  Findings from these studies have suggested that adventure 
education programs may contribute to participants' personal growth and 
aid in the development of self-esteem, leadership, responsibility, 
initiative, improved confidence, self-reliance and increased mutual 
support between members (Ewert, 1982; Knapp, 1986; Langster, 1986; 
Meier et al., 1988; Miles and Priest, 1990; Mortlock, 1978; Raiola, 1984; 
Smith et al., 1963).  Researchers have also observed improved 
interpersonal relationships between group members on the completion of 
adventure experiences (Humberstone, 1986b).  
  
1.2  Problem
  
 Much of the adventure education research in the past has focussed 
on participants' involvement in the more commonly practiced 'outdoor 
pursuits', that is rockclimbing and abseiling, kayaking, and bushwalking. 
These positive personal outcomes have therefore been linked to 
participation in these activities only. The alternate approaches to 
adventure education, such as group adventure initiative tasks, have 
remained somewhat neglected and misunderstood, lacking clear 
definition and understanding with little specific research carried out to 
support their value. What research does exist is based predominantly on 
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subjective observation by the researcher or teacher rather than 
quantitative empirical analysis and objective observation.  
 
1.3  Purpose
 
 Group adventure initiative tasks are a practical and valuable 
alternative to the more traditional outdoor pursuit adventure.  They are 
simple to implement, require no specialised skills from the participant nor 
specialised teaching staff and require very little time or equipment in 
providing a valuable and developmental adventure experience.  
 The purpose of this study was to empirically investigate whether an 
adventure learning program based on participation in group adventure 
initiative tasks could influence the self-esteem levels of tertiary aged 
students and whether this effect is similar for both male and female 
subjects.  
 Results obtained from this study may generalise to similar tertiary 
courses where implementation of a similar program is being examined. 
 
1.4  Background  
 
 The 'Group Dynamics in Action' course was first offered in the 
School of Physical Education, Exercise and Sport Studies at the 
University of South Australia in Semester 2, 1992.  The course is unique 
in that the study of group dynamics is conducted experientially through 
the participants' direct involvement and participation in small groups.  
The course is also unique in that it is adventure based.  Traditionally, 
adventure based education programs have revolved around outdoor 
activities, however in this case, all of the adventure activities are 
artificially constructed and based on an alternative risk paradigm, 
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incorporating elements of physical, psychological and emotional aspects 
of learning to bring about an awareness of the functions of small groups 
and deeper understanding on a personal level of each participant's 'self'. 
 The course also incorporates a session on a high ropes course 
experience as a part of the group development process. In all, fourteen 
two hour sessions were completed in addition to the written requirements 
of the unit. 
 
1.5  Definitions
 
 The definitions below apply to the terms as they are used in the 
context of the present study and are used consistently throughout this 
thesis. 
 
Adventure Education 
  
 Any form of learning or learning program which involves initiative 
games, ropes courses, outdoor pursuits and which incorporates an 
element of physical, emotional, intellectual or spiritual risk to bring about 
behavioural change or development in the participant. 
 
Outdoor Pursuit 
  
 An outdoor activity which traditionally is viewed as being 
adventurous in nature, can only be practised in the outdoors, is in the 
natural environment and uses no motorised form of propulsion or aid to 
achieve the task. It may take the form of a single experience or an 
extended expedition. The activities which are considered outdoor pursuits 
include kayaking, canoeing, rockclimbing, snow skiing, abseiling, 
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mountaineering, white water rafting, bushwalking, tramping, caving, 
surfing, sailing, mountain bike riding and orienteering. Activities such as 
trail bike riding and water skiing are not considered as outdoor pursuits 
because of their motorisation.  
 
Group Adventure Initiative Task (GAIT)  
 
 To date, referred to as initiative tasks or group tasks or simply as 
games.  Group Adventure Initiative Task or GAIT is a new term used to 
describe any task or game which requires a group to work together to 
achieve a goal.  The goal cannot be achieved by an individual alone.  The 
task is 'artificial' in nature; that is, a fictitious scenario is created at the 
outset and the group may use any resources it has available to it within 
the rules of the task so as to arrive at a successful outcome.  On the 
completion or achievement of the task the group is debriefed by a 
facilitator focussing on interactions and behaviours which were identified 
from the group process. This information is then transformed into 
learning and behavioural identification and modification within the 
participant. 
 
Outdoor Education 
 
 Any form of education which takes place in the outdoor 
environment, often in the past, through the medium of outdoor pursuits. 
 
Group Dynamics 
 
 The study of the processes, roles, interactions and functions of 
three or more people brought together who share a mutual focus to 
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achieve a common goal and who combine their resources to bring about 
success. 
Risk 
 
 An individual's perception of physical, emotional, spiritual or 
social danger to oneself and the accompanying possibility of a need for 
change or response.      
 
1.6  Significance of the Study 
 
 There have been a number of investigations of the effects of 
involvement in adventure education, outdoor education and outdoor 
pursuits and their impact on self-esteem.  Often the results of these 
studies have been inconclusive, open to subjective interpretation or 
simply clouded by a passionate belief on the part of the author about the 
value of the adventure experience.  The current study is unique in two 
ways.  Firstly, both quantitative and qualitative methodologies were 
employed to provide a more holistic understanding around the process of 
adventure education.  Several approaches to the gathering of data were 
utilised in an effort to obtain a broader understanding of the internal 
perceptions of subjects regarding their self understanding and their 
experiences throughout the treatment period.  Secondly, rather than 
combine a number of adventure based activities into the program, a focus 
on artificially constructed adventure experiences was utilised consisting 
of group adventure initiative tasks and a high ropes course as opposed to 
outdoor pursuit activities.  Increasingly, these artificial activities are 
being utilised in counselling and therapeutic applications and in the fields 
of human resource development and training and yet there is currently 
little research or clarity of understanding relating to this area. 
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 The importance of a healthy level of self-esteem has been widely 
purported, however there still exists widespread debate as to the construct 
and, indeed, its measurement. The current study provided an opportunity 
to examine these questions in addition to addressing the impact of 
participation in GAITs on our current understanding of the term, 'self-
esteem'. 
 
Chapter 2 
 
 
REVIEW OF LITERATURE 
 
 
2.1  Introduction 
 
 Research into the value and process of adventure education has 
been plagued by an often subjective and haphazard analysis of 
questionable data.  There is apparently no clear content body associated 
with adventure education curriculum and a predominantly 'outdoor 
activities' approach has been considered by many researchers as the 
foundation on which to implement an adventure experience.  Most 
researchers agree however, that the effects of adventure education can be 
positive.  Human growth and personal development are two outcomes 
which have often been reported by participants and researchers on the 
completion of an adventure education program and these, in turn, have 
been linked to increased feelings of self-worth and self-esteem. 
 Unfortunately, understanding of the terms, 'self-esteem', 'self-
worth' and 'self-concept', is far from sound and, furthermore, there is little 
agreement on specific definitions, or the structure of the constructs.  This 
has added considerable ambiguity and debate to the study of adventure 
education.   
 Gender differences in both self-esteem and the effects of adventure 
education have also been examined with similarly conflicting findings 
prevailing.   
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2.2  Adventure Education 
       
 "Adventure education is a powerful medium in which we work. 
 With power comes responsibility" (Greenaway, 1992a, p15). 
  
 This belief has been expressed by many practitioners of adventure 
education since its formal beginnings in the earlier part of this century.  
The term 'adventure' often provokes images of epic, risk laden journeys 
into the wilderness to confront the unknown and grapple with nature.  
Unfortunately, this commonly held image, along with a close association 
with outdoor pursuit activities, has resulted in apparent confusion and 
misunderstanding surrounding the term 'adventure education'. 
  Adventure education has for many years been associated and 
integrated with several curriculum areas including:  Outdoor Education 
(Champ, 1981; Mortlock, 1978; Staley, 1983), Physical Education  
(Hammersley, 1992; Rohnke, 1984; Smith 1976), Outdoor Pursuits 
(Knapp, 1986; Simpson, 1991), Experiential Education (Wurdinger, 
1994) or as a unique element of these specific areas (Bunting, 1989).  
Others suggest that the broader curriculum area of Outdoor Education 
may encompass all facets of adventure education and, indeed, any general 
education in the outdoors, their definition being based on the 
geographical location of learning and the specific behavioural outcomes 
of the experience rather than the content (Smith, Carlson, Masters and  
Donaldson, 1963).  It appears that the beliefs on which the definition is 
founded have often determined the nature and content of adventure 
education.  
 In recent times, adventure education has emerged as a unique entity 
in itself and has been utilised in a number of varied educational and 
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therapeutic settings.  It is for this reason that an analysis of the current 
understanding of the term is imperative to this study.   
 Adventure, as defined in the Oxford Dictionary, can be described 
as: 
 
 "the commitment to chance, to risk oneself, to expose oneself and 
 to venture."  
 
 Leroy (ND) in Kraft and Sakofs (ND), acknowledges the problem 
which exists surrounding the definition of adventure education  and 
proposes an alternative dictionary definition as a starting point: 
 
  "the undertaking of an unsure outcome; a hazardous enterprise; an 
 exciting or very unusual experience"  (p.228). 
 
 On initial examination, the term 'adventure' appears to be a 
relatively simple one, free from ambiguity.  To be adventurous the 
activity must have inherent in its execution an element of uncertainty or 
doubt surrounding its successful completion, it must be unusual and 
exciting to the participant and the outcome must be unknown to the 
participant at the outset.  There has, however, been much discussion on 
the processes involved in the educational aspect of adventure, and 
consequently considerable and diverse debate surrounding the meaning of 
the term itself, the content of the program, its proposed outcomes and the 
many mediums through which adventure can be experienced.   
 We would be remiss not to include in a review of adventure 
education the effects that 'Outward Bound' have had on the general 
understanding of the adventure education process.  Outward Bound was 
first conceived in Wales by educator Kurt Hahn in 1941 (Priest, 1990; 
Schafermeyer, 1978).  Briefly, Outward Bound is an adventure training 
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organisation providing extended outdoor courses which are structured 
and specifically designed learning experiences utilising challenges found 
in a natural setting as the medium for teaching (Meier, Morash, and 
Welton, 1987).  To facilitate these learning processes, outdoor pursuits 
activities including rock climbing, abseiling, bushwalking, canoeing and 
cross country skiing are utilised.  The Outward Bound philosophy centres 
on the belief that by taking groups of people and placing them in 
unfamiliar, natural environments and then presenting them with 
challenges which are seemingly insurmountable, that, through group 
dynamic processes,  participants will successfully achieve their given task 
(Schafermeyer, 1978) and human growth and development will 
consequently result.  The stipulation made by Hahn, that participants 
must be in environments which are essentially 'wilderness' in nature, 
together with Outward Bound's utilisation of outdoor pursuit activities as 
a vehicle for teaching, has structured the development of understanding, 
and the commonly supported definition, of adventure education.  
 Three elements emerge which appear to be common to many 
adventure education programs, namely environmental contrast, physical 
activity and intentional use of challenge (Simpson, 1991).  These three 
elements can be seen to be an integral part of outdoor pursuit activities 
and possibly because of this, these activities have continued to be utilised 
as the primary tool for many adventure education programs to date.  
Although these guidelines provide a sound base on which to build, further 
distinctions on the processes occurring during an adventurous experience 
are needed to clarify the construct.    
 To date, several approaches to the definition of adventure 
education have been adopted, commonly based on the proposed content, 
process or outcomes of the experience.  Priest and Baillie (1987) support 
the view that for an experience to be classed as an adventure then the 
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activity must have an element of uncertainty surrounding the outcome, 
and this, therefore, must be unknown to the participant prior to 
embarking on the task or journey.  The setting in which the adventure 
takes place may also be unknown or unfamiliar to the participant.  
 In keeping with this premise, several authors adopted a definition 
of adventure education based on similar content and associated outcomes.  
Iso-Ahola, La Verde, and Graeffe (1988) coin the term 'risk recreation' to 
describe adventure education, defining it as: 
 
 "those outdoor sports or activities that may expose the participant 
 to physical dangers, serious injury and even death" (p 32). 
  
 This definition, based on the outdoor pursuit paradigm of 
adventure education, stipulates that objective physical risks must be 
inherent in the adventure activity, however there is no distinction made 
between perceptual, or subjective risks and objective risks.  This tends to 
limit the scope of activities which are seen as appropriate for use in 
adventure education programs to the outdoor pursuits, with physical risks 
to the participant being obviously inherent in their practice.  This 
approach, however, tends to exclude any alternate sources of an 
adventure experience and, thus, the definition falls short of being truly 
holistic.  
 Ewert (1982) supports the propositions made by Iso-Ahola et. al. 
(1988), providing a definition of adventure education based on the 
Outward Bound model. However, he makes a finer distinction by 
identifying specific personal outcomes of the adventure process as being 
an integral part of the construct definition.  He suggests that one effect of 
adventure education courses appears to be the improved self-concept of 
participants, and this, he argues, is an inherent outcome of involvement in 
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the processes of adventure, a view supported by Bialeschi (1981).  This 
focus on outcomes as opposed to content as a method of definition is 
further explored by Langster (1986).  Rather than focus on the vehicle for 
learning or the activities within the course (in this case, outdoor pursuits), 
he suggests that the experience itself enables individuals and groups to 
gain insight into themselves as people and therefore, able to reflect on 
their perception of 'self', referring to this process as 'outdoor challenge 
education'.  The identification of specific affective outcomes and their 
inclusion in the adventure education definition appears to add a valuable 
dimension to the definition, and aids in developing a broader 
understanding of the term.  This suggests that adventure education, rather 
than being simply the acquisition of motor skills in outdoor pursuit 
activities, may have inherent in its construct, elements of cognitive, 
behavioural and psychological learning, considerably broadening the 
potential scope for adventure. 
 Hammersley (1991) begins to explore these possibilities.  He 
suggests that adventure education programs differ from traditional 
learning processes in that the major focus of the program is on process 
rather than content.  Adventure programs serve to guide participants 
through activities as opposed to the traditionally didactic style of 'teacher 
centred' skill teaching.  It is the participation and direct involvement in 
outdoor pursuit activities which provides the opportunity for growth and 
development within the participant rather than the acquisition of any 
technique or skill associated with the pursuit.  This may suggest that it is 
the experiential nature of adventure education which defines the area as 
unique.  
 In an holistic attempt to address a definition, Baker (1984) draws 
attention to this experiential aspect of adventure education.  He describes 
adventure education as a process whereby learning takes place through a 
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participant's direct experience of a particular situation which may be 
unfamiliar and unusual to the learner.  
 Unfortunately, this definition broadens the potential scope of 
adventure education to near limitless bounds, perceptually including all 
'unfamiliar' situations in which an individual may find herself, regardless 
of the activity or environment.   
 The focus on the participants' unfamiliarity with the environment 
in which their learning takes place, and the uncertainty of the outcome 
associated with their experience, appear to be widely supported as 
integral processes of adventure education. However, this proposition, 
although a key aspect of the adventure learning process, fails to 
sufficiently focus on a specific content which is unique to this area.    
  An alternative approach to the definition dilemma draws attention 
to the risk paradigm of the adventure definition. Raiola (1984) begins by 
grouping adventure activities into three main categories; low risk, 
medium risk and high risk.  Low risk activities include 'initiative' tasks, 
camping and fishing.  Medium risk activities encompass ropes courses, 
cycling and backpacking. Outdoor pursuit activities such as rock 
climbing, mountaineering and kayaking, having considerable elements of 
both subjective and objective danger inherent in their nature and 
execution, make up the high risk group.  These distinctions served as a 
synthesis of earlier attempts to clearly delineate between a number of 
adventure related activities (Darst and Armstrong, 1980; Miles, 1978).  
 The need for perceived risk to be present in the adventure 
experience is suggested by several recent authors (Beedie, 1994; 
Carpenter and Priest, 1989; Johnson, 1992; Priest and Bailie, 1987; 
Priest, 1990) and there appears to be widespread agreement amongst 
practitioners in this area that a perceived risk, in some form, is an integral 
and compulsory requirement of  adventure education. 
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   Individually perceived risk appears then to be an major part of 
adventure education and forms a common thread linking a number of 
definitions.  Mortlock (1978, 1984) refers to this risk as potential danger. 
In his definition, the outdoor pursuits activities used for teaching 
adventure education programs are, again, of primary importance 
(Mortlock adds a further stipulation suggesting that these activities 
cannot be 'motorised', therefore excluding pursuits such as trail bike 
riding and jet skiing). However feelings of fear, stress and uncertainty 
are an integral part of adventure.  The use of the term 'stress' requires 
further clarification and certainly further distinctions within its definition 
can be made.  Mortlock suggests that rather than adventure being simply 
a physically experiential process, it is also inherently a state of mind, 
laying purely within the perceptual understanding of the individual.  
Stress, it seems, may be experienced as a conflict in the emotional, 
physical or psychological domain, a view shared by several authors 
(Carpenter and Priest, 1989; Miner, 1991; Priest and Bailie, 1987; Ringer, 
1992).  Stress results from a discrepancy between an individual's 
perceived competency and the competency required for successful 
completion of the task, or simply expressed, the feeling of being outside 
ones 'comfort zone' ( Beedie, 1994; Carpenter and Priest, 1989; Jeffers, 
1987).  This suggestion broadens the scope of adventure education and 
raises several perceptual considerations requiring further examination. 
 There appears to be a lack of clarity surrounding the nature and 
understanding of the terms 'fear' and 'risk'. Traditionally, adventure 
education definitions have centred on the physical risks associated with 
the activity.  Outdoor pursuits clearly satisfy this requirement for many 
learners.  The beginning rock climber generally has little difficulty seeing 
a physical risk inherent in climbing a vertical rock face.  The experienced 
climber however may not view a similar situation with the same 
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trepidation or perception of risk.  This raises questions about the use of 
outdoor pursuits as an all inclusive medium for providing an adventure 
experience to many potential participants and, indeed, Hyde (1985) 
questions the use of objectively dangerous outdoor pursuits activities in 
the adventure education curriculum at any point stating: 
  
 "It is questionable whether the traditional outdoor pursuits 
 (climbing, canoeing) are necessary or even desirable vehicles for 
 teaching pupils for their personal development"  (p. 16).  
  
 Stansfield (1986) added a further pertinent observation.  The high 
skill levels required in the traditional outdoor pursuit type activities mean 
that for most individuals, the tasks that they are completing must be 
instructor controlled and directed.  In many cases, the decision making 
process becomes autocratic thus shifting control of the outcome from the 
participants themselves, to the instructor. 
 At this point, researchers began to question an emerging belief that 
simply by participating in adventure experiences, personal growth and 
development would automatically occur.  Priest and Baillie (1987) 
explored the possibility that the stated outcomes of adventure education 
could only be achieved should the 'peak adventure' state be reached.  
They describe this state through a model of adventure education, 
suggesting that when the skill development of the individual is matched 
with the appropriate level of challenge, then the outcomes will be 
maximised.  If however the skill, or 'readiness' level, of the participant is 
below the level of the task being required of them, the participant may 
experience adverse outcomes and progress to the stage of misadventure.  
The physical form of misadventure may be falling from a rock face and 
injuring oneself or ejecting from of an overturned kayak in rough water. 
The psychological equivalent however, may mean that the participant is 
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confronted by an issue which may be emotionally painful or which the 
participant does not freely choose to address.  
 If perceptual danger and personal risks are the key prerequisites for 
an adventure experience, and this perceptual risk is, in most cases, purely 
subjective and unique to the individual, there may be the possibility of 
creating 'risky' learning opportunities using alternate activities.  The 
outcome of participants' involvement would still be unknown but, rather 
than using obvious physical danger to generate uncertainty and fear in the 
individual, emotional or psychological danger could form the basis of 
adventure in alternative environments. 
  In many adventure education definitions there is little or no 
mention of the many psychological, behavioural or emotional risks that 
may confront an individual in many perceptually 'risky' situations.  The 
risks associated with personal disclosure, identifying and confronting 
perceived fear or personal change and growth have traditionally not been 
considered primary sources of risk in many adventure education 
programs.  A number of definitions to date, have failed to acknowledge 
the value of activities which create opportunities for participants to 
confront their belief systems and personal behaviours.  For many 
individuals, the emotional risks associated with conversing with a 
stranger, dealing with an inter or intra- personal conflict, beginning a new 
relationship or disclosing personal feelings and fears are equally as 'risky' 
as paddling a canoe through a rapid (Beedie, 1994; Carpenter and Priest, 
1989; Johnson, 1992). 
 Mortlock (1978) alluded to this when he identified 'artificial 
activities' or adventure games as being an alternative medium for the 
implementation of an adventure education program.  Initially, based on 
our progressive understanding of the construct, it is difficult to see the 
potential danger or 'rugged outdoor' aspects of many initiative type tasks 
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and games. The suggestion here is that adventure, if dependant on the 
individual's perception of risk, may be created within the participant, 
without the need for the traditional outdoor pursuit activities.  
 It is from this viewpoint that a wider concept of the construct of 
risk and adventure begins to develop.  Priest and Baillie (1987) make a 
pertinent distinction between activities which present obvious physical 
risk (ie: outdoor pursuits) and artificial adventure games:   
  
 "The adventure experience is a state of mind...An adventure in 
 time and place may be experienced by one individual, but not by 
 another"  (p. 12). 
  
 Miner (1991) adds further support for the use of initiative 
adventure games to create psychological and physical risk by dividing 
adventure education into two distinct areas: wilderness training programs 
and outdoor centred programs. The wilderness training program is 
developed utilising the traditional outdoor pursuits activities and 
expeditioning (ie: extended bush and mountain walks, canoeing trips etc.) 
whereas the latter refers to the area of initiative games, ropes courses and 
challenge courses which are created or built specifically for the purpose 
of adventure education and which may or may not be implemented in the 
outdoor environment.    
 Finer distinctions around psychological adventure are presented by 
Priest (1990).  He suggests that adventure education is concerned 
primarily with two relationships, interpersonal and intrapersonal, 
suggesting the possibility that while adventure may apparently focus on 
personal development, interpersonal interaction, in the form of 
relationships and communication, is also an inherent part of adventure. 
Priest provides an eloquent and comprehensive definition: 
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 "Adventure education involves the purposeful planning and  
 implementation of educational processes that involve risk in  
 some  way.  The risk may be physical, as in a trip in a mountain 
 wilderness where people may be caught in storms, may become 
 lost or may be injured by falling rocks.  It may be social, as in 
 asking someone to expose their fear of speaking before groups or 
 otherwise risk social judgement.  The risk may be spiritual, as in 
 placing the learner in a situation where he or she must confront 
the  self or perhaps the meaning of life and death.  The defining 
 characteristic of adventure is to expand the self, to learn and grow 
 and progress toward the realisation of human potential.  While  
 adventure education programs may teach such skills it is not the 
 primary educational goal of the enterprise.  The learning's about 
 the self and the world that come from engagement in such activities 
 are the primary goal"  (Miles and Priest, 1990, p.1). 
 
 This definition provides a synthesis of thoughts and understanding 
around the adventure paradigm and draws widespread support (Beedie, 
1994; Hopkins and Putnam, 1993; Johnson, 1992; Mortlock, 1978; et al.) 
 The premise for adventure education is that change may take place 
either within a group or within an individual.  This change, however, is 
not necessarily brought about while participating in the adventure 
experience, but rather the need for change is highlighted through this 
process and hence the individual (or the group) have the opportunity to 
implement the changes in their wider lives at the completion of their 
involvement in the task.  Relating to this, Priest suggests that the purpose 
of adventure education is to:  
 
 "bring about an awareness for these positive changes"  
 
and concludes that:  
  
 "the product of adventure education is personal growth and 
 development" (Miles and Priest, 1990, p.114).  
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 It is the risk associated with personal change, growth and 
development which creates an adventurous experience and not 
necessarily the prospect of physical injury or danger.   
 Tom Price in his paper "Adventure By Numbers" supports the 
views of Priest and Baillie (1987) and reinforces the belief that adventure 
is a state of mind rather than a physical set of experiences.  Price 
acknowledges that traditionally there has been a tendency to classify 
adventure as simply related to risk rather than assert that it is the 
individual's perception of the situation which determines the level of 
adventure he or she will experience.  What may be high risk adventure to 
some, may not necessarily be high risk to others. 
 Ringer (1992) adds further support to this belief suggesting that for 
many people, attempting new behaviours is equally as risky as attempting 
to climb a rock face for the first time.  Ringer identifies and emphasises 
the point that psychological danger is equally as difficult for individuals 
to face as is the danger associated with physical pursuits.  
 With this point in mind we can assume that, as risk is a major and 
universal aspect of all adventure activities, it is therefore possible that the 
outcomes experienced by individuals having participated in physically 
risky activities could also be observed after their involvement in 
psychologically risky activities, tasks or games.  The discoveries and 
experiences which take place during a participant's involvement in an 
adventure activity provide the opportunity for personal reflection and 
growth.  Should the participant wish to make any behavioural changes as 
a result of their discoveries, the proposed outcomes of an adventure 
education program will be observable. 
 Leroy (ND) in Kraft and Sakofs (ND) cites Peter Freuchen, a 
Danish explorer, who suggested that:  
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 "Adventure is not an act in the line of duty.  It is not something 
 done  for science either.  Adventure is a strange experience for its 
 own sake"  
 
Leroy continues:  
 
 "Peter Freuchen was a wise man. He knew there was no ultimate 
 definition to be had"  (p.228).  
 
 In summary it appears that adventure education, rather than being a 
series of  formalised activities and progressions formed into a curriculum, 
is a unique perception by an individual of any experience or situation in 
which she has been experientially involved.  It is a process which may be 
perceived as being uncomfortable, fearful or unusual to the individual, 
creating feelings of danger to the 'self', either physically or 
psychologically, within the participant.  In addition, for an adventure to 
occur, there must be an element of uncertainty and feelings of doubt 
present in the individual and the outcome of the activity must be 
unknown and uncertain at its onset.  
 The key requirement of all adventure education, and indeed the 
definitive aspect of the construct, is the subject's perception of personal 
risk; risk of personal harm to either their physical (falling, drowning) or 
psychological (disclosure of emotions, ridicule by others, adopting new 
behaviours) well being and safety.   
  
 2.3 Self-Esteem  
 
 It has long been suggested that self-esteem is a strong and central 
need essential to the effective functioning of the individual (Coopersmith, 
1967; James, 1890; Maslow, 1954; Rosenberg, 1979; Wylie, 1961). 
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Numerous studies have been conducted addressing the definition, 
construct, source, antecedents and various other influences which 
describe and explain this personality trait.  Indeed, such was the copious 
volume and confounding results of this research, Rosenberg (1979) was 
compelled to describe the state of 'self' terminology at the time simply as 
'a shambles'.  Recently however, a renewed interest in self-esteem 
research has developed, and new insights and understanding of the term 
have resulted.  
2.3.1  Defining the 'Self'  
 
 The concept of 'self', and its construct, has been a focus for 
researchers and theorists in psychology for many years.  Still today there 
is much confusion and disagreement on a definition of the self and the 
processes which operate on, and within it (Calhoun and Morse, 1977; 
Campbell and Lavallee, 1993; Rosenberg, 1979). 
 James (1890), in his work, Principles of Psychology, formed a 
foundation for further study into the concept of self.  Indeed, today his 
work continues to provide a significant contribution to personality 
research in this area.  James was first to propose that the self, rather than 
being a single and unifacetted construct, was an aggregate of three 
separate parts: the 'material me', the 'social me' and the 'spiritual me'.  
James suggested that an individual lays claim not only to herself with 
regards to her actual body, but also to all that she possesses and interacts 
with, including her material possessions and family.  The 'social self' 
consisted of the individual's awareness, values and associated feelings 
regarding her perception of  how others viewed her.  This included 
judgements by others in relation to her identity and the various 
behaviours and roles that she performed while interacting with her 
surrounding human environment. The final self, the 'spiritual self', 
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referred to the individual's awareness of  her own ability to think and feel.  
Thus, this foundation of understanding led to a description of the self as 
being a multifaceted construct providing the individual with a holistic 
picture of all that they thought, felt and believed they were as a unique 
person, combined with a belief about others' perception of them as a  
human being.  From this initial definition, there appeared to develop a 
series of alternate ideas, approaches and philosophies surrounding 
research of the self and, as a result, confusion prevailed. 
 Gergen (1971) acknowledged the dilemma which had developed 
surrounding the study of the self, that being, the numerous definitions of 
the self and little or no consensus of criteria for any unilateral 
understanding. The difficulty, he suggested, lay with attempting to 
objectify and quantify a somewhat intangible concept.  Gergen attempted 
to clarify the confusion, proposing that the self was:  
 
 "...that process by which the person conceptualises (or 
 categorises) his behaviour - both his external conduct and his 
 internal states...the system of concepts available to a person in 
 attempting to define himself"  (pp. 22-23).  
 
 This insight identified two sources of the self construct. Firstly the 
external environment, or the feedback provided to the individual by 
others regarding her 'self'. And secondly, the internal domain consisting 
of all that the individual understands, believes and thinks about herself.  
In keeping with this belief, Ewert (1982) proposed that the self could be 
viewed as a dynamic rather than a set construct, being formulated, in part, 
by external input and the desire to strive for, and fulfil, personal goals.  
 Coopersmith (1967) approached the definition from a slightly 
different perspective, suggesting that the self was:  
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 "...an abstraction that an individual develops about the attributes, 
 capacities, objects, and activities which he possesses and pursues" 
 (p.20).  
 
 This view appeared to support that of James and Ewert in that a 
focus on the sum total of all that impacts on the individual, both 
internally and externally, was combined within the person to form the 
framework of an individual's perception of herself.  
 Cooley (1902) is identified by Calhoun and Morse (1977) as being 
the source of a widely accepted definition of the self.  Cooley described 
the self as:  
 
 "...that which is designated in common speech by the pronouns of 
 the first person singular, 'I', 'Me', 'Mine' and 'Myself'' (p.168).  
 
 This definition gives simple clarity to the concept of the self by 
enabling the individual to conceptualise this abstract construct through 
the use of tangible, verbal references to oneself in a conversational sense.  
The authors develop this understanding further by suggesting that the 
individual only creates an awareness of the self when they learn that they 
are a separate entity and unique from all other people or objects in their 
environment.  Simply, development of the self begins when a person 
makes the realisation that they are an individual, independent from all 
that surrounds them.  
 This process of 'self' discovery was identified by Piaget (1971) in 
his model of cognitive development.  Piaget suggested seven distinct 
stages of development throughout the lifespan.  The first of these stages, 
the sensori-motor stage, occurs during the first two years of life and it is 
during this phase that the young person discovers an awareness of herself 
as unique.  The child begins to become aware that their functioning as an 
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individual is not directly dependent on others around them and that they 
are in control of their behaviours and responses to their environment. 
From this point onwards, the young person begins cognitively processing 
all self-relevant feedback from others, and these insights form the basis 
for the self-concept.  
 With this in mind, it may be possible to assume that the self is, in 
fact, a unique entity which functions independently of the surrounding 
environment in which it finds itself but which is directly formed by that 
environment.  This presents a somewhat confusing paradoxical 
relationship between the individual's external and internal domains and 
could possibly contribute to the apparent confusion surrounding 'self' 
research to date.  
 The importance of the external environment on the formation of 
the self is made clearer by James (1890).  Everything belonging to the 
self, he proposes, can be seen as a part of the complete existence of the 
self:  
 
 "... self is the sum total of all that he can call his, not only his body 
 and his psychic powers, but his clothes, and his house, his wife and 
 children, his ancestors and friends, his reputation and works, his 
 land and horses and yacht and bank account" (p. 291).  
 
 Although the language reflected the societal values and structure of 
the time, the essence of the statement is clear; everything that is owned 
by, associated with, or related to, an individual contributes to the concept 
of the self. 
 Lowe (1961) presents an alternative theory.  He suggests that the 
self is not a perception of, and by, the individual but rather a form of 
artefact which the individual invents to explain her sum total of 
experiences relating to the self.  The self is, therefore, a picture rather 
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than a feeling constructed by the individual, reflecting who and what she 
is as an individual.  The difficulty in anchoring a singular definition of 
the self is addressed by Lowe by proposing that there need not be a single 
construct for the self, but rather a number of different constructs which 
are utilised for differing purposes.  Unfortunately, the development of 
this idea was not forthcoming in his discourse.  
 It was Gergen (1971) who provided clarity to this multi-construct 
approach to the  definition of self, proposing the main issues which need 
to be addressed when considering a definition:   
 The self as fact versus fiction seeks to clarify the apparent 
contradiction between the traditionally viewed beliefs of the self as being 
a physical entity when, in essence, it can be seen as a hypothetical, 
psychological construct.  
 The self as knower versus known suggests that the self is defined as 
the process of actively experiencing or knowing itself.  
 The self as structure versus process proposed that the self could be 
seen as either a separate and fixed entity or, rather, a process of 
experience which forms an individual's understanding of a personal 
identity.  
 The question now arises of the number of 'selves' which contribute 
to the overall individual, and with this in mind, the self can be seen as 
either a singular, whole unit or a number of different parts which are 
presented in varying situations, dependent on the subject's environment at 
the time.  For example, 'appropriate' behaviours for a business meeting 
may not be appropriate for a family gathering, therefore, there may be 
two different 'selves' in operation in these differing environments.  
 Finally self consistency as opposed to inconsistency contends that 
the perceived self may differ from the apparent self and the real self.  
There appears to be a perceptual aspect to the self which contributes to 
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the construct itself.  The perceived self can be seen as the self which we 
believe we present to others, the apparent self as the self which, through 
external feedback, we are told we present to others, and the real self as 
the person we are, free from the influences of prejudice, fear or external 
behavioural expectation.  Related to this is the importance and influence 
that significant others in our lives play in the development of our 'self' 
perceptions, a point emphasised by Coopersmith (1967).  He contends 
that the self is formed from a combination of all our experiences and, 
ultimately, is a reflection of how the individual sees himself.  
 Rosenberg (1979) developed this three 'self' understanding further.  
He suggested that rather than possessing a real self, that is, a self often 
hidden to others because of behavioural or experiential conditioning, an 
ideal self was present.  This ideal self was the person that an individual 
aspired to be and be seen by others as being.  Elliot (1982) explored and 
developed these ideas presented by Gergen and Rosenberg further, 
suggesting two distinct selves which were in operation within the 
individual: the fantasy self, or the self which one aspires to be, and the 
potential self, that is, the self which is only momentarily unreachable.  
The fantasy self appears to be the self which the individual would like to 
be, but who accepts the realisation that they will not, in all probability, 
acquire this ideal self perception.  The potential self, in contrast, is a more 
realistic picture of the individual's possible achievement which is 
conceivably attainable.  
 It is here that there appears to develop the possibility of  
discrepancy between the perceived, apparent and ideal self perceptions of 
the individual and these discrepancies appear to form the basis of the 
individual's level of self-esteem.   
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2.3.2  Self-Esteem and Self-Concept: Addressing the Confusion 
 
 The self appears to be a construct of perceptions and beliefs which 
are held by an individual about her as a person, rather than a genetically 
independent artefact free from influences in the external environment.  
 Rosenberg (1979) suggested that it is humans who are uniquely 
able to stand outside themselves and make judgements about their 
personal self.  Hence it is this ability which forms the basis for the 
development of a self-concept as distinct from the self as an isolate entity.  
There still exists, however, much ambiguity surrounding the meaning of 
self-concept and self-esteem.  
 Calhoun and Morse (1977) found that in some cases, researchers 
tended to use the same definition for the self as they did for the self-
concept (Boshier 1969, Deaux 1972).  This pattern also exists with 
similar definitions being used for both self-esteem and self-concept 
adding to the confusion (Marsh, 1987).  Indeed, some researchers 
continue to use the term self-concept to describe the two related, but 
unique, constructs (Trent et al., 1994).   
 Rosenberg's (1979) thoughts serve as a starting point for 
discussion, He suggests that the self-concept is the total sum of an 
individual's thoughts and feelings relating to the way that she sees herself 
to be.  
 Labenne and Greene (1969) acknowledged this proposition and 
identified a general agreement amongst researchers at the time, that:  
  
 "The self-concept is a person's total appraisal of his appearance, 
 background and origins, abilities and resources, attitudes and 
 feelings which culminate as a directing force in behaviour" (p.10). 
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 The view that the self-concept was related to the way an individual 
perceptually sees herself as being and the way the individual felt about 
this self perception, was hence proposed.  The self-concept is the beliefs 
which an individual has about herself and the niche she assumes in the 
wider world (Lowe, 1961).   
 Concurrently, several researchers began to formally distinguish 
between the two terms and, hence, gain finer distinctions between the two  
constructs.  Whereas the self-concept could be viewed as a subjective self 
'picture', self-esteem appears to add to this a dimension of personal value 
judgement about the self.  
 Stotland, Thorley, Thomas, Cohen and Zander (1957), early in the 
investigation of self-esteem, proposed a definition based on this 
perceived discrepancy, defining the construct as: 
 
 "... a function of the degree of coincidence  between an individual's 
 ideal and actual concepts of himself.  The more that the actual and 
 ideal self concepts coincide, the higher the self-esteem" (p.56).  
 
 Although this definition made a pertinent and vital distinction 
between the self-concept and the value judgements applied to it, a lack of 
acceptance still remains of a common definition.  
 Marshall (1989) described self-esteem as a separate dimension of 
the self-concept by making a distinction between the way we see ourself 
as opposed to how we feel about what we see with Robson (1989) later 
drawing together this and several similar ideas, succinctly describing self-
esteem as:  
  
 "The sense of contentment and self acceptance that results from a 
 person's appraisal of his own worth, significance, attractiveness, 
 competence, and ability to satisfy his aspirations" (p. 514). 
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 Thus, the individual's self-esteem can be seen as a reflection of the 
person's value judgement and associated feelings relating to her self-
concept, a view earlier presented by Calhoun and Morse (1977).   
 It is important to note that the two constructs, although 
distinctively different, are, nevertheless, closely linked and inseparable 
(Campbell, 1990).  One's self-esteem will impact on the feelings 
expressed about the self-concept and likewise, positive and healthy 
concepts of the self will result in equally healthy feelings of self-worth 
(Greenwald et al., 1988).   Marsh (1986) added further clarity to the 
relationship between the two constructs lending support for the 
suggestion that the self-concept and self-esteem were multifaceted 
constructs, and because of this, the perceived level of self-esteem 
reported by subjects,  was directly related to the individual's performance 
in each of their self-concept criteria.  There appears, then, to be two 
separate self-related processes which operate within the person.  The first, 
self-concept, is a dynamic schema or picture, constructed on external 
feedback from others, of the individual's perceptions of the self.  
Integrally linked to this is a person's self-esteem, or feelings surrounding 
and associated with this concept of the self.  
  
2.3.3  Insights and Impacts of Self-Esteem 
 
 Coopersmith (1967) has linked a positive sense of self-esteem with 
feelings of well being, self-respect, self-love and personal pride and, 
conversely, negative self-esteem with feelings of inferiority, lack of self-
respect and acceptance and self hatred.  Hence it is has been suggested 
that a positive self-esteem and sense of self-worth may be of critical 
value and importance to the individual for their effective functioning as a 
unique and productive member of society.  
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 The advantages of developing a healthy level of self-esteem within 
the individual appear to generate the motivation for its ongoing nurturing 
and protection. Feelings of high self-esteem bring with them feelings of 
self respect, confidence and personal satisfaction. In contrast low self-
esteem appears to bring about the destructive feelings of worthlessness 
and helplessness (Johnson, 1993). 
 James (1890) was first to suggest that self-esteem was a function of 
an individual's actual success as opposed to their expected success.  If an 
individual perceived that they should achieve a certain level in a certain 
aspect of their life and they were yet to attain that level, self-esteem 
would be low and thus reflected the individual's perceived level of 
success or failure.  Similarly, Rosenberg (1979) saw self-esteem as 
significant of a person's positive or negative feelings towards their 
involvement in an occurrence or situation in which they were integrally a 
part.  
 Branden (1979) acknowledged the importance of self-esteem 
development, suggesting that it is one of our fundamental human needs in 
life.  This view was supported strongly by Maslow (1970) in his 
'hierarchy of human needs' model.  Maslow proposes the need for 
personal acceptance and pride (self-esteem) as being only slightly less 
important than the basic life support requirements of food and shelter to 
the effective functioning of the individual.  The desire, motivation and 
lengths to which the individual will strive to preserve and develop self-
esteem suggests that the need for self-esteem in humans is of paramount 
importance.  Graf and Hearne (1970) conducted a study examining the 
effects of induced low self-esteem on competitiveness.  They found that 
subjects, when in an induced low self-esteem condition, behaved in such 
a way as to defend their self-esteem and attempt to re-establish chronic 
higher levels of self-esteem by becoming increasingly competitive and 
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'winning' orientated (winning being indicative of success).  The study 
illustrated the importance placed on long term perceptions of self-worth. 
 Coopersmith (1967) proposed a relationship between an 
individual's performance in a specified domain and the subsequent value 
and importance of that domain in that person's self-concept.  Gergen 
(1971) later supported this relationship by suggesting that the level of 
self-esteem which an individual reports may be specific to certain areas 
of the self-concept and therefore, a direct reflection of their perceived 
success or failure of performance in these areas.  To better illustrate this 
process, a simple example can be utilised.  An individual who values the 
ability to play golf well, who identifies himself as a golf player, and who 
has achieved a high level of proficiency, will most probably, when asked 
to describe his level of self-esteem in relation to golf, report a favourable 
sense of self-worth.  Likewise, the same individual may report a lowered 
level of self-esteem should they suddenly begin to play poorly or lose 
'form'.  An alternative illustration may be the novice golfer, aspiring to 
greater levels of proficiency.  The learning process, in this case, has only 
recently begun, and therefore the short term expectations of the beginning 
golfer are not to master complete proficiency of the game, but rather to 
progress to the next stage of development.  If the learner is progressing 
consistently, then she too may report a high level of self-esteem without 
having achieved the same degree of mastery as that of the professional.  
Later work by Shrauger (1972) supported this dual faceted construct.   
 O'Malley and Bachman (1983) continued to explore several  
different sources and constructs of self-esteem.  They presented two 
distinct views of self-esteem, the trait view and the situational view.  The 
trait view is seen more as a personality trait rather than a singular 
dynamic entity. This aspect of esteem reflects a more long term, 
attitudinal perspective on the self-concept.  It is a holistic and global 
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judgement of the self which considers all aspects of the self in all 
situations and culminates in an overall balance of feeling and opinion 
based on the individual's complete perception of her self.  The situational 
view refers to the more transient feelings of success and failure and their 
effect on the person's feelings of overall adequacy.  These feelings can 
range from high positives to high negatives, however, the important 
distinction is that these feelings are only transitory and not  long term, 
global representations of self regard.  Using the previous analogy of the 
golfer,  we can see that situational self-esteem in the competent player 
when she plays a poor shot may be extremely low, however this is only a 
transitory lapse and the trait view will remain relatively stable at the high 
level.  Directly associated with this view appears to be a tendency for the 
individual to return to a base level of self-esteem, referred to by 
Heatherton and Ambady (1993) as 'state self-esteem'.  
 The work of Richman, Clark, and Brown (1985) support these 
distinctions within the self-esteem construct.  There exists, it is suggested,  
a form of general, global self-esteem sourced from an individual's overall 
feelings of adequacy and value.  There also exists a second form of self-
esteem, specific self-esteem, derived from an individual's feelings of 
competency related to a specific area or function.  In their study involving 
195 year 11 students, it was found that there were several different 
aspects of the self-esteem make up, including social, economic, cultural, 
physical and professional aspects.  It is these elements which are the 
sources of 'area-specific' self-esteem and an individual may reflect vastly 
different levels of self-esteem in each of these areas.  A person reflecting 
very high self-esteem traits while in the social domain may conceivably 
reflect extremely low levels in the professional domain. The general self-
esteem, more commonly referred to as global self-esteem, represents a 
synthesis of all of the individual's perceived competencies and flaws in 
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all aspects of her self-concept.  In essence, there is a trade-off of self 
feelings; the balance of this trade-off representing the global self-esteem.  
Although it is unusual for individuals to score highly on all aspects of 
self-esteem, a balanced view of the self may place the subject in a healthy 
range of global or overall self-esteem. 
 O'Malley and Bachman (1983) had earlier completed one of the 
few longitudinal studies on self-esteem utilising a valid measure (the 
Rosenberg self-esteem inventory). They proposed a model suggesting 
that self-esteem at any given point, was a function of the individual's 
previous level of self-esteem (that which extended back throughout the 
individual's life) and any factors which may have impacted, in the short 
term, on this overall level.  These transient factors which impact on the 
'self' serve to adjust the self-esteem marginally and to change its structure 
in some form. In essence, they are assimilated into the self concept and a 
subsequent fluctuation in self-esteem may result.  If the assimilation 
process is minor, there will be little change in the global self-esteem. 
 Aldridge and Clayton (1990) specify the four main sources of 
global self esteem: the physical, the social, the intellectual, and the 
spiritual.  High importance may be placed on any one of these by an 
individual.  If she perceives that a certain domain is important to her, then 
her perceived performance in this area will have a marked effect on her 
overall self-esteem.  The authors suggest that one of these areas, the 
social self, and specifically, visual appearance, tends to have a 
disproportionately large effect on global self-esteem.  These were the 
conclusions of a study conducted in which 76 university students were 
given a 37 point inventory focussing on elements of the global self.  
Although methodologically flawed, results of the study supported similar 
findings presented by Wilson and Wilson (1976). 
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  Syngg and Combs (1949) in Diggory (1966) present a clear 
picture of the role of self-evaluation in the development of self-esteem.  
They suggest that there are a number of factors which contribute to the 
balance of self-esteem within the individual.  When the picture of the self 
within an individual is in line with the wider social picture of the self, 
then the individual will be in balance and demonstrate realistic goals and 
aspirations.  When the self evaluation is lower than the societal 
evaluation, then the individual will be encouraged to continue her efforts 
to strive for improvement and she will gain encouragement from her 
behavioural development. When self evaluations are above those of the 
wider community the individual becomes defensive and sets higher 
achievement goals to prove that her self evaluation is correct and 
justified.  This process of defending self attitudes was also reported by 
Harvey, Kelley and Shapiro (1957). As a result, when an individual's 
perceptions of herself are unbalanced, the associated feelings may 
manifest themselves in a reflection on one's self-esteem. 
 
2.3.4  Influences on Self-Esteem Development  
 
 Based on the numerous studies in the area of self-esteem, several 
developmental antecedents appear to impact on the formation of a healthy 
level of self-regard.  
 Suls and Mullen (1982) presented a model of self-esteem 
development throughout the lifespan.  It appeared that the majority of 
longitudinal self-esteem research had been carried out on subjects 
between the ages of 18-25 years and from these studies, certain 
developmental patterns tended to emerge.  
 McCarthy and Hoge (1982) carried out one of these few 
longitudinal studies of self-esteem.  The subject set in the study was 
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nearly 2000 year 7 to 11 students attending a North American high 
school.  The study utilised the Coopersmith Self Esteem Inventory as a 
measure of global self-esteem and the subjects were tested and retested 
over a two year period.  It was found that there was an overall tendency 
of increased levels of self-esteem throughout the experimental period.  
 Following this study, O'Malley and Bachman (1983) carried out 
extensive and exhaustive research, utilising a similar longitudinal design 
and over a similar period, using from between 15,000 and 19,000 
students aged between 13 and 23.  Their results supported these initial 
findings of an overall increase in subject self-esteem with age with the 
greatest changes occurring between the ages of 16 and 19.  
 Tramil, Tramil, Davis and Parks (1985) found a correlation 
between type A and type B behaviours (Friedman and Rosenman, 1974).  
Type A behaviour traits include a sense of time urgency, competitiveness, 
free flowing aggression and general status insecurity.  Type B behaviours 
were considered the opposite to these.  It was found that Type A 
behaviours tended to be displayed by low self-esteem subjects.  
 Shrauger (1972) conducted research into individuals' reactions to 
being observed by outsiders while completing a task. Results suggested a 
relationship between task performance and low self-esteem subjects, with 
these subjects performing the task more poorly than subjects 
demonstrating high self-esteem characteristics. 
 Further support for the tendency to reinforce established self 
related feelings, be they positive or negative, through social conditioning 
is provided by Barksdale (1989).  This suggests that low self-esteem 
individuals  tend to have their feelings of low self worth reinforced 
through their perceptions of the social world and similarly, individuals 
exhibiting high self-esteem traits will tend to reinforce these. 
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 Elliot (1982) found that there was a tendency for individuals to 
selectively present aspects of their perceived self and embellish these 
traits to make them appear somewhat more 'impressive' to others.  This 
behaviour was thought to achieve a self perception closer to the so called 
'fantasy' self when presenting oneself to others. This phenomena tended 
to be prevalent during the years of adolescence with decreasing rates of 
occurrence as the individual moved into early adulthood. 
 
2.3.5  Current Developments in Self-Esteem Research 
 
 Recently, research on self-esteem has focussed on alternate 
phenomenon associated with the construct such as self-presentational 
motivation (Baumeister, Tice and Hutton, 1989) self-esteem stability as 
opposed to level (Kernis, 1993; Kernis, Grannemann and Barclay, 1992) 
and self-concept clarity (Campbell, 1990; Campbell and Lavallee, 1993). 
 Perhaps the most relevant concern for the current study is the 
findings of Campbell and Lavalee (1993) relating to state self-esteem.  
The idea of a stable, continuous level of self-esteem is not new (O,Malley 
and Bachman, 1982), however, latest research suggests that this state 
level of self-esteem appears to be more resilient to change than 
previously expected.  If this is the case, the work of Tice (1991, 1993), 
examining self-presentational motivations, is of particular interest.  
Individuals low in self-esteem tend to assume a self-protective strategy of 
self-presentation whereas high self-esteem people opt for a self-
enhancement style.  Simply explained, low self-esteem subjects tend to 
process feedback about the self in ways which reinforce and protect their 
current self-schema (Johnson, 1993) or concept.  Alternately, high self-
esteem people tend to process behavioural feedback in such a way as to 
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enhance or develop their self-concept.  Similar findings have been made 
by other researchers (Sanford and Donovan, 1993). 
 Related studies addressing self-concept dislocation (Sanford and 
Martin, 1990) have also been conducted and mounting evidence 
supporting the adverse effects of major life changes on the individual's 
self-esteem is becoming apparent. 
 In addition to new insights being explored, well established beliefs 
about significant contributors to the self-esteem construct have been 
reinforced.  The importance of appearance in the formation of self-esteem 
has recently been supported (Harter, 1993) and the self deprecating 
impact of negative feedback from others on low self-esteem people has 
also been confirmed (Sanford and Donovan, 1993).   
 In conclusion, Baumeister (1993) draws on research, both  past and 
recent, providing an apt synthesis of the current thoughts and 
understanding surrounding self-esteem  to date: 
 
 "Low self-esteem can be understood in terms of confusion or 
 uncertainty in self knowledge, a cautious and self-protective 
 approach to life, a shortage of positive resources in the self, and a 
 chronic internal conflict. To elaborate: People with low self-
esteem  lack a clear, consistent, unified understanding of who they 
are,  which leaves them at the mercy of events and changing 
 situations...They favour self-protection over self-enhancement, 
 inclining toward low-risk situations and preferring to expose 
 themselves mainly to safe, neutral, non committal 
 circumstances...Having fewer positive beliefs about themselves to 
 fall back on in times of stress or pressure, they feel vulnerable to 
 threatening events...Positive, flattering events, however, elicit an 
 inner conflict between (a) an emotional desire to gain esteem and 
 (b) a sceptical distrust mixed with a reluctance to accept the risks 
 and pressures of a highly positive image"  (p. 217). 
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2.3.6  Gender Differences in Self-Esteem  
 
 To date, considerable research into gender differences in reported 
self-esteem levels has been conducted, often yielding conflicting results.  
It has been suggested that several gender specific variables contribute to 
the formation of self-esteem, however the difficulty associated with 
identifying these different antecedents appears to have persisted and this, 
together with the long standing confusion surrounding the term 'self-
esteem' itself, has provided little conclusive support for these proposed 
differences.          
 Guertin and Jourard (1962) reflect clearly these problems. The 
authors conducted a study examining the real-self - ideal-self discrepancy 
in self presentation.  Data was gathered using a 40 point personality 
instrument utilising a likert scale to which subjects responded either 
favourably or unfavourably.  Results suggested that overall, males 
reflected a higher level of global or overall self-esteem than did females, 
a finding which has subsequently been widely supported (Raymore, 
Godbey and Crawford, 1994, and for a comprehensive research review 
see Skaalvik, 1986).  Their results also found that females tended to score 
higher on self-esteem for items such as personal warmth in social 
settings, due primarily, it was suggested, because this was: 
  
   '... a woman's chief asset'  (p. 244).  
 
 The authors continue by hypothesising that female self-esteem 
should be evaluated in the narrower area of warmth in social settings 
rather than in the broader generalised area that men required, a view later 
supported by Berger (1968).  It is possible that rather than addressing the 
impacts of social conditioning and gender role stereotyping, research 
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during this period suffered significantly from biased methodologies 
brought about by the prevalent gender discrimination at that time.   Still 
there is much debate over apparent personality differences between males 
and females and hence findings are riddled with bias.    
 Deaux (1972) in a study examining anticipatory attitude changes 
during self-esteem measurement examined individuals' propensity to 
defend the self-esteem in situations where the individual felt perceptually 
threatened.  As a secondary point of investigation, the study found that 
there was no significant difference in the level of self-esteem for males or 
females.  
 Hollender (1973) conducted a study involving 36 male and 36 
female university undergraduate students.  The study utilised an 
innovative three tier construct for measuring subject self-esteem.  Firstly 
there was a personal rating of self-esteem, secondly a discrepancy 
question dealing with the real-self and perceived-self using a 9 point 
semantic differential scale, and thirdly, a self ranking relative to  
professions, for example, doctor or lawyer.  It was found that there was 
an apparent difference in the construct of self-esteem between males and 
females in that social self-esteem, that is, esteem related to interpersonal 
relationships and relative to the social setting, was an important part of 
the total self-esteem makeup for women however it was not in the case of 
men. In addition to this, it was found that there was a negative 
relationship between masculinity and lack of self esteem, that is, 
masculine traits such as assertiveness and analytic ability, were directly 
associated with higher levels of self-esteem. 
 Support for this assertion was provided by Lamke (1982), making 
this distinction between gender and masculinity/femininity somewhat 
more clearly.  Certain behavioural traits are seen as either masculine of 
feminine, regardless of gender and it is therefore hypothesised that 
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masculine traits, whether demonstrated by males or females, are socially 
more highly valued than female traits, a view also supported by Moore 
and Rosenthal (1980).  This tends to suggest that the global self may be 
affected, in the case of females demonstrating predominantly feminine 
traits, in a disproportionately negative manner which may consequently 
reflect biases in global self-esteem ratings.   
 Elliott (1982) examined self-esteem development and found that 
the significance of self-esteem is lost to males during their early 
adolescence whereas it is not until late adolescence and early adulthood 
that self-esteem is considered less motivationally dominant to females. 
This may explain the apparent lack of self-esteem in young adult females 
reported by Marron and Kayson (1984).  Their study of college students 
and self-esteem levels found that males generally had a higher level of 
self-esteem than females and, more specifically, first year students tended 
to score lower than fourth year students.  The authors drew a link 
between these findings and students' relative life experiences, suggesting 
that those students who had lived alone and were independent tended to 
exhibit higher levels of self-esteem than did their counterparts who 
remained at home during their studies. 
 Richman, Clark and Brown (1985) also gathered data supporting 
higher levels of self-esteem in late adolescent males than females.  In 
their study, a relationship between socio-economic background and self-
esteem levels was made, suggesting that those subjects from lower socio-
economic backgrounds tended to exhibit generally lower self-esteem 
scores.   
 McGuire and McGuire (1982) in Suls (1982) utilised a  
'spontaneous self concept approach' to the measurement of self-esteem. 
This approach most closely reflects the approach adopted by Kuhn and 
McPartland (1954) in their 'Twenty Statements Test'. The authors suggest 
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that the importance of, what we have termed, the social self, is 
considerably greater for females than for males and that females tended to 
be more 'people orientated' than males. Although the authors theorise 
about the possible biological realities of motherhood and their impact on 
this social-self construct, they, unlike previous authors, are quick to 
acknowledge that this pattern may disappear as our society forms gender 
balance and more egalitarian roles permeate our awareness. 
 Rosenberg and Simmons (1975) carried out a study utilising nearly 
2000 children and adolescents.  The authors identified that males tended 
to exhibit behaviours based on attaining competence and achievement 
whereas females tended to be predominantly more self-conscious, 
vulnerable to criticism and concerned with interpersonal harmony rather 
than conflict.  While it was acknowledged that these traits, when viewed 
alone, cannot be seen as a social disadvantage, the apparent importance 
which is placed on them by societal norms, seriously limits and effects 
the perceived/actual competence balance in females and consequently 
results in generally lower levels of self-esteem.  This was also supported 
by the findings of Davis, Bremer, Anderson and Tramill (1983) in a study 
conducted on undergraduate college students. 
 
2.4  Initiative Tasks 
 
 Miner (1991), referring to adventure initiative tasks and programs, 
makes a highly pertinent observation.  This area, he suggests, is in serious 
need of research to provide empirical data and substantiate claims 
regarding its effectiveness.  He further suggests, however, that before this 
is possible,  there must be a clearer understanding, and more widespread 
agreement, as to what actually constitutes adventure training and 
initiative tasks.  Further research has continued to be extolled and 
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encouraged (MacRae, Moore, Savage, Soehner and Priest, 1993) and, as 
yet, consensus on the structure, content and function of initiative task 
programs remains allusive.   
 
2.4.1  Insights and Definitions  
  
 Until recently, much of the empirical data gathered concerning the 
impact of participation in adventure learning has focussed on the 
traditional outdoor pursuits based programs in combination with some 
form of adventure initiatives, games, challenge courses, or environmental 
education (Luckner 1986).  As a result, considerable confusion appears to 
exist regarding the specific effects of initiative tasks and the associated 
developmental outcomes associated with these tasks.  Additional 
confusion results from the lack of clear definition of the terms 'initiative 
task', 'adventure game', 'ropes course 'and the many other terms devised to 
explain a similar construct.  Indeed, widespread implementation of 
initiative tasks and games programs as a unique form of adventure 
education has been a recent and innovative development in this field.   
 Webster (1978)  provides us with a sound basis for understanding 
of these tasks.  Project Adventure is an adventure training organisation 
which grew from the national model Physical Education curriculum of 
North America (Rohnke 1989).  This organisation began the first 
formalised educational programs utilising adventure initiative activities as 
a major delivery method within the curriculum.  Webster describes 
initiatives as problems which are presented to a group that can only be 
solved by using the physical and intellectual resources of the entire 
group.  He suggests that these activities, when carried out together in a 
group situation, greatly increase the level of trust and support within the 
group and, through this process, personal development occurs. 
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 Little (1977) further contributed to this understanding through a 
broader review of the Project Adventure curriculum, outlining the 
structure and content of the program in detail.  At the beginning of the 
experience, there appeared to be a 'low level' phase of participation where 
individuals gradually became more comfortable with their surroundings 
(environment) and other people in their group.  This involved a series of 
games known as 'icebreakers' or 'getting to know you games'.  The 
primary objective of these games was to begin the development of trust 
and mutual commitment within the group, and to enable group members 
to openly communicate with each other, hence facilitating progression to 
the next stage of group development.  Activities such as trust falls, (an 
activity in which one member of the group falls backwards into the arms 
of the remaining members of the group) are utilised during this phase.  
Stage two of the program centres on the specific initiative task itself with 
the group participating in a number of different games and challenges.  
During each activity, external observers, or facilitators, record and note 
the group's interaction, behaviour and general approach to solving the 
task.  On the completion of each activity, a debriefing is conducted in 
which the group examines, discusses and processes the events that 
occurred during the task.  The final stage of the program involves 
participation in a high ropes course where the development of mutual and 
supportive trust becomes more immediately important to the group. 
 Darst and Armstrong (1980) used the term initiative 'games' to 
describe adventure initiative tasks, and were early to acknowledge both  
the physical and mental elements inherent in these tasks.  It was this 
holistic aspect of these tasks which led the authors to express their belief 
that:  
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 "the inclusion of adventure initiative activities in the physical 
 education curriculum should be one of the most significant 
 developments in this curriculum area this century"  (p. xi).  
 
 At this time, the development of initiative tasks in adventure 
education was still in its infancy, and although the Project Adventure 
program had been established for six years, there was still little research 
evidence regarding the specific outcomes of the program.  In an effort to 
more firmly identify these outcomes, Bunting (1982) presented results of 
his unpublished study involving students at Texas A and M University.  
The study examined the general impact of weekly involvement in 
initiative games and ropes course activities on college students and found 
that involvement in these activities resulted in improvements in selected 
character traits such as trust, leadership ability and self-esteem. 
 Moore (1984) simply referred to initiative tasks as 'games' and 
suggested  that these games appeared, when structured carefully, to 
impact on the participant's personal and social growth and development.  
It  was here that Moore contributed an insight which may account for the 
increased interest in, and use of, these activities as a vehicle for personal 
growth.  He suggested that the technical skill level required to safely 
participate in self-directed adventure experiences, using outdoor pursuits 
as the medium, can preclude their inclusion in the curriculum area 
completely in some cases, and in others, limit the experience to only the 
handful of individuals who have developed the required skill level to 
undertake such a program.  Therefore, the adventure initiative task 
provides participants with an opportunity to become an integral part of 
the processes of decision making, problem solving, team building and in 
developing and exhibiting personal responsibility in a safe and controlled 
environment, requiring few technical skills, and little objective danger. 
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 This view is supported and elaborated upon by Stansfield (1986).   
The true value of the adventure initiative program, he suggests, is the low 
physical skill levels required to participate in the activities.  The value of 
initiative tasks specifically, he argues, is that, due to the low level of 
physical risk involved, the participants are free to control their own 
outcomes through the group process of decision making and, as a result, 
become fully responsible for these outcomes. The main advantages of 
using the adventure initiative game as opposed to traditional outdoor 
pursuits are four fold.  Firstly the aspect of versatility is an obvious 
benefit to the ease of implementation.  The games can be taken anywhere 
and used in any location.  Secondly they require little equipment and 
what equipment they do require is relatively inexpensive and easily 
obtainable. Thirdly, no special technical skills are required to facilitate 
the process unlike some adventure pursuits where suitably qualified 
instructors are required.  Lastly, the games can be structured in a way as 
to bring about specific behavioural changes in the participant.   
 Hyde (1985) addressed the issue of danger to the participant, using 
the term 'artificial' or 'low risk' adventure activities.  These activities, he 
suggested, were usually carried out as a part of the outdoor education 
program to fill in gaps between participation in outdoor pursuits activities 
such as bushwalking or rockclimbing.  They most often entailed 
environmental games or nature walks or 'commando' course type 
elements.  The key feature of these tasks was the apparently low level of 
objective physical danger to the participant in contrast to the more 
'dangerous' outdoor pursuit activities.  This viewpoint reflected the value 
that was associated with initiative tasks at that time.  The tasks were seen 
by some adventure educators as a fun and recreational activity, used 
within outdoor pursuits based adventure programs, as a recreation rather 
than a learning opportunity.  It was not until later that researchers began 
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to observe the personal growth potential of guided participation in these 
tasks. 
 Newman (1985) offers another approach to initiative task analysis. 
He uses the term Task-Oriented Group Problem Solving Games 
(TOGPSG) to describe initiative tasks, suggesting that they can be broken 
into two specific categories, micro tasks and macro tasks, each with a 
specific aim and outcome.  The micro tasks consisted of tasks similar to 
those earlier referred to by Little (1978) as 'icebreakers'.  Their benefits 
over traditional adventure based activities, he suggests, include the simple 
organisation required for their implementation and their suitability for 
developing interaction skills between group members.  Involvement in 
these tasks also appeared to develop the trust building process within the 
group.  The macro tasks required a group effort and sustained 
commitment to the presented dilemma in order to achieve the groups' 
final goal.   
 Newman's position differs from that of other researchers in his 
proposition that there is little or no transfer of behaviours from those 
exhibited in the game situation to those demonstrated in the 'real world'.  
He suggests that the process of playing games only improves the 
participant's ability to play the game itself and fails to provide the 
opportunity for the development of behaviours which are transferable to 
wider areas of the participant's life.  This view, however, is contested by 
several authors (Doughty, 1991; Greenaway, 1993; Priest, 1993; et al.)     
 Efforts to clearly define initiative tasks continued with Priest 
(1986) who provided a synthesis of understanding at that time.  An 
initiative task, he suggested,  was one which required a group to solve a 
problem.  The group may consist of as few as two people, however they 
must share a common focus and commitment to achieving the task at 
hand.  Each group member may fulfil different roles or needs required by 
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the group, but the common goal is to complete the task.  The task itself 
can take the form of a physical, mental or social challenge placed upon 
the group by the teacher or facilitator. To be successful, the group must 
develop open communication, trust, and cooperation between its 
members as, without these elements of interaction, the group will, more 
than likely, be unsuccessful.  On completion of the task, the group 
members are able to take from the experience the knowledge that by 
participating in an activity and developing these open paths of 
communication within the group, then success is more likely to be 
achieved in their wider experiences of groups.  This experience also 
contributes to the participants' feelings of personal success, fulfilment and 
increased self-worth and facilitates the development of personal insight 
and awareness, communication skills, responsibility and co-operation 
(Baillie, 1987; Bunting, 1988;  Hammersley, 1992; Knapp, 1986; 
Stansfield, 1986).   
 Bunting (1988) later referred to initiative tasks as 'group initiatives' 
and defined the initiative as:   
  
 "...a task presented to a group as a problem to be solved using the 
 physical and intellectual resources of the entire group"  
 
and continues: 
 
  "It requires clear communication, co-operation, decision-making, 
 commitment and trust among the group members" (p.26).  
 
 Initiatives are often referred to as 'games' because, he suggests, 
they are seen to contain the element of fun and are usually conducted in a 
playful atmosphere.  Although essentially playful in their construct, the 
nature and structure of interpersonal interaction between people involved 
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in these tasks provides the potential for highly affective experiences and 
the opportunity for increased self-awareness and reflection.     
 There appears to be an agreement amongst researchers in this field 
that the initiative task provides more than simply a physical or mental 
challenge.  Group support, communication and  interaction are common 
elements inherent in these tasks and, as we have previously established, 
risk, be it physical or psychological, is the vehicle for personal growth 
and learning.   
 
2.4.2  Debriefing and Processing Initiative Tasks 
 
 In a survey involving providers of adventure based training 
programs, Miner (1990) found that a skilled facilitator or trainer was 
considered the single most crucial variable for a successful program. 
 Knapp (1985) is first to raise the question of how learning or 
change takes place in an individual as a result of participation in initiative 
tasks. He suggests that processing or debriefing the initiative task on its 
completion is the primary vehicle for learning and change, a view which 
is shared by a a number of authors (Bunting, 1988; Chase and Chase, 
1992; Doughty, 1991; Greenaway, 1992, 1993; Knapp, 1986; Luckner, 
1986; MacRae, Moore, Savage, Soehner, and Priest, 1993; Miner, 1991; 
Moore, 1984;  Priest, 1986 (a) (b); Priest, 1987; Priest, 1991; Priest and 
Naismith, 1993; Priest and Gass, 1993; Quinsland and Van Ginkel, 1988; 
Ringer, 1992; Stansfield, 1986).  This processing enables the participant 
to internalise the information which has been presented to her through the 
task and, as a result of this reviewing process, the learner can apply the 
experience to their broader lives, thus generalising the learning which has 
occurred. 
 Ringer (1992) defined processing as:  
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 "the means by which participants integrate the new learning that 
 they have achieved, with other knowledge that they already 
 have"  (p11).  
 
 In his description of the debriefing process, Ringer refers to the 
study of small group dynamics and group interaction as the basis of 
processing in an effort to provide a framework for the facilitator of  
adventure initiative tasks.  Several key guidelines are presented to aid the 
successful facilitation of the group learning process:    
 (1) The facilitator must make the processing element an integral 
part of the actual task  from its commencement, and incorporate it in the 
overall experience. During longer activities, processing may be carried 
out throughout the activity at appropriate intervals in order to present 
participants with an updated focus or to keep the experience 'on task' and 
dynamic.  
 (2) The facilitator must be clear on the rules of communication and 
participants should be reminded of these rules throughout their 
involvement in the task.  A common problem reported by participants is 
the group's inability to communicate effectively, due primarily to a lack 
of established agreements regarding communication.  
 (3) Any adventure initiative task which is utilised usually has an 
associated outcome objective.  This goal needs to be kept in mind when 
processing the experience so that links can be made to 'real-life' situations 
and transfer of learning can take place.  
 (4) A tendency for facilitators to teach rather than guide is 
common. The process of adventure initiative education relies on the 
individual taking from the experience the relevant information and 
learning for them alone, and not the information which the facilitator 
perceives as being relevant.  In most cases the facilitator should remain 
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neutral, non judgemental and act only as an onlooker to guide the 
discussion of the team. 
 Quinnsland and Van Ginkel (1988) further assist in the 
development of understanding, suggesting that processing is employed 
for the purpose of encouraging the participant to reflect, describe and 
analyse their adventure experience.  To illustrate, for most on-lookers 
watching an initiative task in progress, the task is essentially a game or a 
competition.  In many cases the participants in these activities initially 
see these activities in much the same light.  However it is the facilitator's 
role to reflect and recall the events which take place and shed some light 
and understanding on the implications associated with these events and 
behaviours.  
 Priest (1986) suggests that for learning to take place through these 
activities, there must be personal change.  This change is brought about 
by challenge, high adventure and new growth experiences provided by 
participation in the adventure initiative.  The key element is the notion of 
change as the key ingredient in the process.  Involvement in initiative 
tasks provides the participant with the opportunity to develop personally 
through their interaction and cooperation with other members of their 
group.  They are exposed and enlightened to their own behaviours, and 
are given the opportunity to witness elements of their personality which 
they may not have an acute awareness of prior to their adventure 
experience.  An individual's behaviour can often be clouded or screened 
in daily interactions with others and these tasks provide an opportunity to 
witness and examine these behaviours in an open forum of 
communication.  The dilemma facing the initiative task facilitator is, 
therefore, how to expose the participant to these external perceptions of 
their behaviour in a safe and supportive environment in order to bring 
about desirable personality changes.  To address this issue, Priest 
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suggests that agreements concerning acceptable behaviours and 
communication, which the facilitator and participants agree are fair and 
just, are established at the beginning of the program and are consistently 
reinforced throughout the duration of the experience.  
 Priest and Naismith (1993) describe the debrief as a process of 
guided reflection, specifically designed to bring about changes in the 
participants' emotional and mental state.  The question which now arises 
is that of ethical consideration within the psychotherapy domain and our 
rights and capabilities as educators to delve into the participant's deeper 
self and risk the possibility of opening a "can of worms" which we cannot 
control.  This is a valid concern and one held not only by facilitators of 
adventure initiative experiences but by the participants themselves.  
Indeed, the use of adventure initiative training for counselling and 
therapy is increasing markedly (Voight, 1988; Johnson, 1992) and to date 
there is little research associated with the therapeutic use of adventure 
initiative programs (Iso-Ahola, 1988).  It is clear then that the need for a 
skilled and perceptive facilitator is vital and Knapp (1986) emphasised 
this role as integral to the learning process.  For a facilitator to 
successfully direct the post-experience guided reflection, they must 
observe carefully the process which is occurring in the group and use this 
observation to question the participants during the debrief.  The facilitator 
must accept the thoughts and feelings of the group and express them back 
to the entire group as a part of this feedback process.  This suggests that 
the facilitator becomes a vehicle for clarification of the individual's 
thoughts, feelings and experiences. The facilitator is non-judgemental, 
impartial and free from 'personal agendas' in all situations as she assumes 
the roles of mediator and clarifier, and through this, contributes to the 
achievement of successful group outcomes (Johnson and Johnson, 1991; 
Schultz, 1989; Tyson, 1989).   
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 With the importance of the facilitator apparent, a processing 
framework and agreements are paramount in order to structure this 
process and achieve the desired outcomes for participants.  Priest (1987) 
offers a guide for the formation of these agreements,  suggesting an 
emphasis on encouraging personal responsibility (Kemp and Piltz, In 
Press) within group members when participating in these tasks.  There 
also needs to be agreement on group 'norms' (Schultz, 1989) between all 
members of the learning team, and the facilitators. These agreements 
appear to be most effective when structured around several guidelines.  
No participant is forced to participate in any way.  Their participation is 
purely by choice and at the level which they feel comfortable and every 
participant has the right to withdraw from the process at any time.  The 
participants are encouraged to speak only for themselves rather than 
make presumptions of other group members' thoughts and feelings.  The 
spiritual environment in which the initiative task is conducted is one of 
unconditional  support, and open acceptance of other individuals in the 
group as unique and worthwhile people and  consequently, there is no 
place for 'putdowns' or ridicule between group members in the process. 
Finally there must be an acceptance by participants in the group of 
personal responsibility for any change, growth and learning which may 
result from their involvement in the process.  With these agreements in 
place, individuals are safe, both physically and psychologically, to 
participate at their own level of comfort and development. It is the 
facilitator's responsibility to establish these group norms and to supervise 
the process as it unfolds. 
 Priest (1991) presents the most comprehensive guidelines for the 
facilitators of group adventure initiative tasks.  Simply, he suggests ten 
key elements of facilitation which allow the possible outcomes of the 
adventure initiative program to be fully realised.  These keys appear to be 
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centred on the participants' openness and willingness to be involved in 
the learning process and their understanding that their participation is 
purely by choice. This, combined with a thoughtful and non-judgemental 
facilitator, appear to bring about the desired behaviour changes in the 
individual participant.  
 Doughty (1991) explores the insights of Priest (1986) further by 
offering a multi-level framework for the processing and debriefing of 
adventure experiences, suggesting that the level of learning and change 
which is achieved is directly dependent on the depth of the de-brief.  The 
first level of processing involves purely experiential learning whereby 
participants take from their experiences only what they perceive to be 
immediately relevant.  Very little facilitator centred processing is 
involved and participants are left to 'fend for themselves' with regards to 
their learning outcomes.  The second level involves adding an intellectual 
dimension to the physical experience whereby the participants review the 
processes which have occurred in the physical challenge.  The third level 
of processing focuses on the physical, intellectual, emotional and spiritual 
aspects of participants at a personal level which emerge from the 
experience.  Metaphors and comparisons to the individual's wider life and 
experiences are made, and these are then used as 'tools' to bring about 
behavioural change. 
 This multi-levelled approach to processing was further developed 
by Priest and Gass (1993), proposing a fourth and fifth stage of 
processing incorporating a 'frontloading' of the experience.  This 
frontloading involves the presentation of a specific metaphor during the  
briefing prior to the task taking place.  This enables the participants to 
operate within this mental framework throughout the task and hence aid 
in the generalised transfer of learning during the debrief.  The fifth 
generation involves specific frontloading in which the individual or the 
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group focus on a specific metaphor for their own unique experience or 
needs and use their participation in the task to address the issues that are 
faced in their daily experience.  This level of processing is only 
appropriate for some groups and the authors clearly reveal the 
responsibilities associated with this depth of debriefing.  The key point 
however is that certain levels of processing are applicable to various 
groups, and the appropriate level of debriefing will result in the 
maximised achievement of outcomes. 
 
2.4.3  Initiative Tasks and High Ropes Courses 
 
  Bunting (1987) in Meier, Morash and Welton (1987) suggests that 
a significant part of the adventure initiative program can be the use of 
high level ropes courses and Miner (1991) elaborates further, suggesting 
that initiative tasks and ropes courses are often seen as being 
interdependent.    
 To clarify this term, the high ropes course is a series of elements, 
suspended high in trees, which require an individual to complete each 
element with the support of a 'belay' team (a term used to describe the 
process of using ropes and climbing devices to prevent the participant 
from falling from the element) on the ground.  The elements are 
constructed using wire cable, rope and logs (Rohnke, 1989).  
 Initially, Bunting (1987) suggested that these activities provided a 
valuable opportunity to develop team communication within a group 
before the group embarks on a wilderness or outdoor pursuit based 
expedition, as opposed to an educational tool in itself.  Voight (1988), 
however, acknowledged the increasing number of groups using this form 
of adventure education for behavioural and psychological therapy and 
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suggests that the ropes course experience provides a valuable therapeutic 
experience for many individuals.  
 MacRae et al. (1993) carried out one of the few empirical studies in 
this area examining the change in risk taking propensity resulting from 
involvement in a high ropes course experience, concluding that subjects 
willingness to involve themselves in risky situations was increased as a 
result of their experience.   
 The empirical evidence to support the claimed outcomes of  an 
adventure initiative task program is minimal.  Much of the research 
conducted to date discusses the effects of involvement in the traditional 
outdoor pursuit activities, but neglects the specific examination of 
adventure initiative tasks.  Many authors agree that the processing or 
debriefing of the experience is vital for implementing behavioural 
change.  However, a detailed understanding of the construct, structure 
and definition of adventure initiative tasks is not forthcoming.  It is 
apparent that, in its purest form, the task is essentially an adventure and 
as such, is integrally linked to the field of adventure education.  Through 
this review, we have identified a need for empirical rather than anecdotal 
data, founded on personal opinion, to be gathered in order to shed further 
light on this area of education and therapy.   
 
2.5  Self-Esteem, Gender and Adventure Education 
 
 It has been hypothesised previously that involvement in adventure 
education and adventure learning programs can significantly contribute to 
the development of an individual's self-concept and reported levels of 
self-esteem. (Bialeschki, 1981; Hopkins, 1985; Iso-Ahola et al., 1988;  
Knapp and Goodman, 1981; Meier et al., 1987; Miles and Priest, 1990; 
Mortlock, 1976; Raiola, 1984).  In response to these claims, several 
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researchers have addressed these impacts with a specific focus on gender 
related differences. 
 Strutt (1960) presented some of the first research relating 
specifically to female involvement in adventure activities.  In her analysis 
of participation in an Outward Bound course, it was found that females' 
self ratings were significantly improved following their involvement in 
the program.  This formed the basis for further studies into the area of 
female involvement in adventure learning.  
 Burrus-Bammel and Bammel (1986) conducted a study examining 
gender differences in perceptions about, and understanding of, the natural 
environment.  It was found that because of a perceived masculinity 
associated with the outdoors and adventure activities, females were 
significantly less knowledgable and disadvantaged in this area and hence 
less likely to participate in outdoor adventure activities.  
 Humberstone (1990) presents recent research regarding female 
involvement in adventure learning activities.  It has been suggested that 
females involved in the education process have generally been 
disadvantaged through gender inequality based on societal gender role 
beliefs.  In a study involving secondary aged students at Shotmoor 
outdoor school in England it was found that, through the medium of 
adventure learning, there were significant changes to traditional gender 
stereotypes and male/female interaction patterns.  The study was 
comprehensive in that its duration was one continuous year with different 
groups of students passing through the course each week, thus greatly 
increasing the subject set (Humberstone, 1987).  
 Johnson (1991) explains that single sex groups tend to exhibit 
differing characteristics while in the adventure learning environment.  
Male groups tend to exhibit aggressive, task orientated behaviour 
whereas females tend to demonstrate more supportive and maintenance 
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type behaviours. (Johnson and Johnson, 1991; Tyson, 1989; Schultz, 
1989.) Johnson found that men tended to overestimate their abilities in 
the outdoor and adventure areas whereas females tended to master skills 
before moving on to the next level of development.  This gender based 
behavioural difference is especially relevant to interaction patterns in the 
group situation.  Women have, traditionally, been taught to openly 
express their feelings  and emotions whereas societal norms have called 
for male constraint and suppression.  Mackie (1983) supported this view, 
drawing attention to the traditional stereotypical gender roles prevalent in 
the present and past society as being the main causes for these 
behaviours. The traditional role for females has been a domestic, 
communal, family oriented and emotionally expressive one whereas 
men's roles have been seen to be predominantly occupationally oriented 
and structured by a 'provider' type paradigm.  This presents certain 
concerns when dealing with the development and measurement of self-
esteem and, as has been previously established, it appears that masculine 
traits are more highly valued than feminine traits by individuals.   
 Humberstone and Lynch (1991) point out that traditional outdoor 
pursuits involvement has been dominated by men.  Possibly because of 
this, females tend to be more hesitant about becoming involved in the 
pure outdoor pursuit type activities.  Whether this is a result of social 
conditioning or genetically induced behavioural traits is unknown, 
however the authors suggest that possibly a less 'intense' approach to 
presentation and participation in adventure activities may be an 
alternative.   
 Humberstone (1989) suggested that adventure activities provide a 
valuable tool for breaking down the perceived masculine and feminine 
barriers which are prevalent in the wider community.  Although 
masculine traits are most widely valued, it has been suggested recently 
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that there exists a need to feminise our behaviour to bring about a more 
balanced self-concept (Barksdale 1989), however, this may be difficult to 
accomplish in the traditional area of outdoor pursuits because of the 
'masculine' perception of adventure activities and the major domination 
of this area by males.  
 Humberstone (1986a) suggests that the adventure education 
environment may provide the opportunity for males to break down this 
image and to add to their feminism drawing attention to Arnot's (1984) 
belief that:   
 
 "Boys are poorly prepared for dealing with people and their own 
 emotions"  (p.44).  
 
 Humberstone (1986b) observed markedly different relationships 
between male and female students during adventure experiences.  She 
found that the relationships appeared to be considerably more supportive 
and 'equal' than they traditionally appeared in the school environment and 
that males appeared to interact with considerably more care and concern 
for other members of the group, both male and female. This suggests that 
there may exist, through adventure education, an opportunity for the 
feminising of the self and, indeed, an opportunity for males to master the 
more supportive, maintenance roles within the group process (Shultz, 
1989). 
 
2.6  Group Dynamics 
 
 A short review of the term "group dynamics" is needed to clarify 
the functions of groups and processes which occur when participating in 
adventure initiative tasks.  There is significant evidence to suggest that 
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the way individuals perceive themselves (self-concept), and how they feel 
about these perceptions (self-esteem), is largely dependent on other 
people's opinions and judgements of them (James, 1890; Gergen, 1971; 
Wylie, 1961; et al.). When working in any group situation, similar 
processes and interaction patterns tend to emerge.  The group develops in 
different phases and through these phases, communication patterns 
between individuals alter.  To gain insight into the study of group 
dynamics and the impact which group involvement has on an individual's 
level of self-esteem, we must first seek a clearer definition. 
 A distinct branch of social science, Lewin (1951) first coined the 
term "group dynamics" to describe the processes and interactions which 
occurred between members of a group.  The term described the 
communication patterns and relationships between individuals through 
interpersonal interaction and examined the exchange of dialogue within 
the group and its members.  
 Shultz (1989) suggested that the most complex aspect of arriving at 
a definition lies in first defining the term 'group'.  She suggests that the 
group must be small enough for the personal interaction process to be 
easily observed but large enough for an interaction network of idea 
sharing to be implemented.  This is usually at least three people but less 
than twenty.   
 Tyson (1992) later described group dynamics as:  
 
 "...the moment-to-moment shifting patterns of energy in the group 
 as the members move and interact"  (p.47).  
 
 These  patterns of energy focus predominantly on feelings within 
group members regarding their place or role in the group and the 
relationships which exist.  Many feelings and emotions surface as a result 
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of interaction between individuals in a group and the resulting 
behavioural choices made by team members can be observed and studied. 
 Johnson and Johnson (1991) provided a more elaborate definition, 
describing group dynamics as:  
 
 "...the scientific study of behaviour in groups to advance our 
 knowledge about the nature of groups, group development, and the 
 interrelations between groups and individuals, other groups, and 
 larger entities"  (p.14). 
  
 We are concerned, then, with the study of relationships and 
communication patterns between individuals and groups primarily 
because, as we have earlier established, the self-concept and hence self-
esteem, are formed and developed directly from the feedback 
communicated to the individual from outsiders.  Through the examination 
and study of these communication patterns and feedback, valuable insight 
into the possible structure of the self can be gained.  
  The problem which we face, it appears, is not the definition of the 
small group or group dynamics, but how group interaction affects the 
self-esteem of the individual. To date there is little research, empirical or 
otherwise, which examines the relationship between group structure and 
self-esteem. 
 Stotland and Cottrell (1961) carried out one of the earliest studies 
using 147 male and female university students to examine relationships 
between self-esteem and group interaction on an individual's 
performance.  It was found that when the first member of a group 
succeeded in a given task, the remaining members did predominantly 
better than their personal predictions whereas the reverse was the case 
when the initial group member was perceived to carry out the task poorly. 
Individuals with identified low self-esteem tended to predict their 
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performance as being lower on a given task than those identified as high 
self-esteem subjects. This may illustrate the possible effects which group 
functions and performances can have on an individual's performance.  
 Shrauger (1972) examined the effects of being observed by others 
on the individual's self-esteem.  The subject set consisted of 64 female 
undergraduates. Unfortunately the nature of the design (single gender and 
relatively small subject set) make the results somewhat less than 
conclusive, however they do support the hypotheses that self-esteem is 
affected by the way an individual responds to an audience.  Both high and 
low self-esteem subjects performed a task more poorly when being 
watched by an audience than they did without one.  It was also found that 
the low self-esteem individuals performed more poorly than the identified 
high esteem subjects.  
  Perhaps the most striking example of the influence that a group 
has on individuals self-esteem was presented in a study carried out by 
Hastorf, Bavelas, Gross, and Kite (1970) and cited in Gergen (1971).  
The study consisted of discussion groups of six people.  Each person was 
seated around a table and each had a small light in front of them.  The 
researcher controlled the illumination of each respective light and only 
when a subject's light was illuminated were they permitted to contribute 
to the group discussion.  For the first fifteen minutes of the discussion, all 
of the subjects lights were illuminated. During this period the researchers 
determined which of the participants was the least contributive.  In the 
next 15 minute period, only this identified person was permitted to speak, 
the remaining members of the group were required to remain silent. It 
was observed that this individual began to lose their hesitancy to 
communicate, and the chosen group member began to dominate the 
discussion.  A third 15 minute period was then administered where all 
participants were once again permitted to speak.  The individual who had 
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initially been observably timid and withdrawn was now one of the 
dominant contributors in the group.  The impact of the groups' attention 
on the chosen subject during the controlled condition appeared to have 
continuing effects on their subsequent group interaction.  Furthermore, 
when questioned at the completion of the treatment, the remaining group 
members rated the chosen subject as a dominant contributor in the group.  
As assertiveness and confidence in public speaking contributes to (and is 
indicative of) self-esteem levels, these findings suggest that self-esteem 
may be influenced markedly by group processes and interactions. Based 
on this information, some form of study of group dynamic processes 
appears to be an integral part of any treatment involving groups of 
subjects interacting with each other.  In the present study it provides a 
valuable laboratory setting for such an investigation into adventure 
initiative tasks and self-esteem. 
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2.7  Summary 
 
 Current research, although far from conclusive, appears to support  
the proposition that favourable benefits to both males and females can be 
achieved through participation in adventure learning programs. To date, 
there is a lack of clarity surrounding the concept of the group adventure 
initiative task and its unique influence and value as an educational and 
therapeutic tool.  There also exists little empirical evidence to support the 
stated outcomes of adventure learning.  In addition to this, continued 
confusion surrounding the concept of self and self-esteem requires further 
examination,  although considerably greater understanding surrounding 
its construct and role in an individual's personality has now been 
achieved.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
Chapter 3 
 
 
METHODOLOGY 
 
 
3.1 Research Questions 
 
 The three main questions that were investigated in this study were: 
  
 1. Does participation in an adventure education class, using  
  Group Adventure Initiative Tasks (GAITs) as the teaching 
  medium, contribute to self-esteem in university students? 
 
 2. Is there a difference in the effects of an adventure education 
  class, using GAITs as the teaching medium, between  male 
  and female university students? 
 
 3. Is there a relationship between gender and the initial pre-test 
  self-esteem score and the effect of the adventure education 
  class using GAITs?     
 
3.2 Research Design 
 
 A major concern facing the researcher of human subjects is the 
identification and control of the vast number and complex nature of 
variables which operate within the individual.  In the past, researchers 
have utilised a scientific method of investigation based on the 
quantitative paradigm which:  
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 "...provides 'objective' numerical data that permit statistical 
 analysis" (Hamilton et al., 1977, pp.7-8).  
  
 The main strength of this approach is the precision and control that 
can be achieved over the variables and the quantifiable measurement of 
the objective data obtained.  The ability to analyse this data statistically 
provides researchers with information on which to deduce direct 
causation of the independent variable and consequently provides a firm 
base on which to formulate explanations to proposed hypotheses (Burns, 
1994). This approach, however, has been criticised by several researchers 
on a number of grounds (Burns, 1994; Hamilton et al., 1977; Tesch, 
1990). Renata Tesch is particularly critical in her discussion of the 
application of the  quantitative paradigm to social science research: 
  
 "Developing measuring 'instruments' and comparing groups of 
 people on how they scored on these instruments (on a self-concept 
 scale, for instance, or an achievement test) consumed a major 
 portion of the social scientist's time.  Even things as tenuous as 
 opinions and attitudes were converted into numbers...Of course, 
 even hard-headed quantitative researchers concede that a person 
 scoring 3 probably does not like the matter in question precisely 
 three times as much as a person scoring 1.  Nor would anyone 
 claim that a confidence level of .05 is definitely more acceptable 
 than .06...Yet at least the procedure is objective and, besides, it is 
 the only accepted method for testing hypotheses about the way the 
 social world functions...Then again, Sigmund Freud discovered 
 plenty about the way human beings function, and so did Jean 
 Piaget...Freud employed a perplexingly simple way of finding out 
 why people acted and thought or felt the way they did.  He asked 
 them" (Tesch, 1990, pp.1-2). 
    
 The current study employed both qualitative and quantitative 
methodologies.  A quasi-experimental, two-way (2x2) factorial design 
was employed for the quantitative analysis with the two main factors 
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under investigation being gender and the delivery method for the Group 
Dynamics lectures.  Data was gathered using the Coopersmith Self-
Esteem Inventory (Coopersmith, 1987) and analysed using the Statistical 
Package for the Social Sciences (SPSS inc., 1992).  
 An illuminative evaluation (Hamilton et al., 1977; Tesch, 1990) 
qualitative approach was also utilised employing an ethnographic 
methodology (LeCompte and Preissle, 1993; Tesch, 1990).  Observable 
behaviours displayed by subjects throughout the treatment period were 
recorded, group processes and interactions were observed and noted and 
subjects completed weekly journals. Self description questionnaires were 
also administered at the completion of the treatment period.  
 The experimental group participated in a 15 week treatment period 
incorporating the study of Group Dynamics through participation in an 
adventure learning program utilising Group Adventure Initiative Tasks 
(GAITs). The control group completed their study of Group Dynamics in 
the standard lecture/tutorial format.  The control group was not involved 
in any form of adventure learning or GAITs during the study period.  
 
3.3 Subjects 
  
 The subjects for this study comprised 34 male and 27 female 
tertiary students (N=61) attending the University of South Australia at the 
Underdale campus. The sample set was drawn from those studying the 
Bachelor of Teaching (Primary), Bachelor of Applied Science (Exercise 
and Sport Science) and Bachelor of Education (Physical Education 
Teaching) courses and who were enrolled in the 'Group Dynamics in 
Action' unit of their respective undergraduate programs.  Students were 
asked to participate in the study on a voluntary basis and were provided 
with a plain language statement outlining the broad structure of the 
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proposed study, the purpose of the study, and the procedure for 
involvement prior to the end of semester one. The students average age 
was 20.7 years.  
  The use of intact groups necessitated the non-random assignment 
of subjects to either experimental group (EG) or control group (CG) 
conditions. The subjects in the experimental group however, were then 
randomly assigned to one of three treatment groups.  None of the subjects 
had previously completed a study unit in Group Dynamics and none had 
experienced a formalised adventure learning program utilising GAITs.  
The sample sizes are shown in Table 1. 
 
Table 1 Sample Sizes for Total Population 
 
CONTROL
(CG)
EXPERIMENTAL
GROUP (EG)
GROUP
MALE FEMALE
TOTAL
TOTAL
19 10 29
15 17 32
34 27 61
CONDITION
 
 
3.4 Instruments 
 
 Many attempts to accurately measure psychological and social 
aspects of the self have fallen far short of empiricism.  As early as 1961, 
Wylie pointed out that most instruments constructed for the purpose of 
self-esteem measurement were devised purely for one particular study 
and then discarded on its completion.  This situation prevailed into the 
70's with Wells and Marwell (1976) noting that this problem had, at that 
time, still not been addressed.  In many cases there was little or no 
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opportunity to establish validity and accuracy of the instrument as there 
were few replications of social research studies and fewer studies which 
utilised previously validated self-esteem instruments (Wells and Marwell, 
1976). More recent analysis and review appears to perpetuate these 
earlier findings (Demo, 1985; Robson, 1989). 
 A commonly utilised form of self-esteem measurement in past 
studies has been verbal self-reports. These questionnaires or inventories 
usually consist of a series of statements relating to the self to which the 
subject responds either favourably or unfavourably. The verbal self-
report may take various forms ranging from single-stimulus, open ended, 
self-rating scales to multi-stimuli, Likert type scales. Wylie (1961, 1974), 
in her definitive texts addressing the nature of the self-concept, suggests 
that in many self-esteem studies at that time, the value of results obtained 
had been open to question, due primarily to the lack of construct validity 
of the measurement instrument being used. Demo (1985) and later 
Oxenberry (1990) reaffirmed these earlier findings, suggesting that very 
few instruments used to this point are free from ambiguity and that there 
appears to have been little progress since this time to address the 
problems surrounding self-esteem measurement. 
 It has been proposed (Wells and Marwell, 1976) that any measure 
of the construct of self must satisfy the following criteria: (a) It must be 
standardised, meaning that the stimuli presented must be the same for all 
subjects in the study. (b) It must be objective and the results obtained 
must be free from personal bias, and (c) the results must be quantified 
and all measurements scaled. Based on these measurement criteria, the 
Coopersmith Self-Esteem Inventory (S.E.I.)(Coopersmith, 1987) was 
used as the quantitative measure of global self-esteem.  
 Qualitative data was gathered using the Twenty Statements Test 
(T.S.T.)(Kuhn and McPartland, 1954), the subject journal and a self-
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esteem questionnaire (S.E.Q.) administered at the completion of the 
treatment period.  Additional qualitative data was gathered using an 
adaptation of the Behaviour Rating Form (B.R.F.)(Coopersmith, 1967) as 
a framework for teachers associated with the treatment subjects, outside 
of the treatment itself, to make comment on any observable behaviours 
displayed by the subjects which they thought reflected the subject's self-
esteem levels.  
 
3.4.1  The Coopersmith Self-Esteem Inventory 
 
 Self-esteem was measured using the Coopersmith Self-Esteem 
Inventory (S.E.I) (Coopersmith, 1987). The inventory is produced in two 
forms, the 58 point school form incorporating an 8 point lie scale, and a 
shortened 25 point adult form.  In the current study the shortened 25 point 
Adult version was utilised (see Appendix G). Subjects are asked to 
respond to a series of statements relating to the self in a bipolar 'like me' 
or 'unlike me' fashion. The raw score is then multiplied by 4 to give a 
global self-esteem score on a scale of 0-100.  Edgar, Powell, Watkins, 
Moore and Zakharov (1974), investigated the use of the Coopersmith 
S.E.I. with Australian subjects and found that the S.E.I. was one of the 
few personality assessment instruments constructed for an American 
population which was appropriate for use with an Australian population 
without modification and that global self-esteem measurements could be 
reliably obtained from either the full 58 point scale or the shortened 25 
point adult scale.  Center and Ward (1986) supported the findings of 
Edgar et al.'s (1974) study suggesting that the S.E.I. can be applied to an 
Australian population without the need for major rewording of the self 
statements.  Further specific validity based studies (Demo, 1985) have 
confirmed the value of the S.E.I. as a valid measure of global self-esteem. 
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3.4.2  The Coopersmith Behaviour Rating Form  
 
 The Coopersmith Behaviour Rating Form (B.R.F.) (Coopersmith, 
1967) (See Appendix H) was used as an alternative external measure of 
self-esteem.  Coopersmith (1981) suggested that there was a possibility of 
confounding data if the subject was aware of the purpose of the S.E.I. 
prior to, or during, its completion.  He suggested that subjects may 
complete the inventory basing their responses on perceived correctness or 
desired images rather than feelings and perceptions of the self.  
Consequently, in an attempt to control for this potential bias, the 
Behaviour Rating Form was utilised.  The B.R.F. is a subjective 
judgement of a subject's apparent level of global self-esteem based on 
observable behaviours.  The form is completed by another individual, in 
most cases a teacher or lecturer, who has observed the subject over a 
period of time and in a variety of situations.  The B.R.F. is completed 
after reflective observation of the subject's behaviour, and assumes 
certain behaviours are indicative of global self-esteem levels. 
Coopersmith (1967) reported a test-retest reliability of 0.96 for this 
instrument, however, rather than being seen as an additional quantified 
external measure of subject self-esteem, the form provided the 
opportunity for one of the subject's regular teachers to comment, in their 
own words, on how they perceived the subject felt about herself within a 
general framework. 
 
3.4.3  The Kuhn Twenty Statements Test 
 
 It has been suggested that commonly utilised forms of self-esteem 
measurement, such as the semantic differential, may, through the 
structure and wording of the self statements, confound and influence the 
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subjects responses (Wylie, 1974). The Twenty Statements Test (T.S.T.) 
(Kuhn and McPartland, 1954)(See Appendix I) provides subjects with an 
opportunity to express statements and feelings which specifically 
describe their own individual perceptions of their 'self' rather than 
responding to statements which are commonly thought to be indicative of 
high or low self-esteem levels. The T.S.T. consists of a form containing 
twenty separate and numbered boxes. The subject is asked to respond to 
the question 'Who Am I?' In the boxes provided.  The subject is not 
compelled to utilise all twenty boxes on the form and responses vary 
widely in number, structure and content. The responses however can be 
categorised in one of two ways.  
 Consensual references:  
 
 "...refer to groups and classes whose limits and conditions of 
 membership are matters of common knowledge"  (Kuhn and 
 McPartland, 1954, p.69).   
 
 Examples of this type of response include statements such as "I am 
a girl/boy", "I am an Australian",  "I am a student", "I am a sportsperson".  
These statements refer to a status or class which can be consensually 
defined.   
 Alternatively a Sub Consensual response will: 
 
  "...refer to groups, classes, attributes, traits or any other matters 
 which would require interpretation by the respondent to be precise 
 or to place him relative to other people."  (Kuhn and McPartland, 
 1954, p.69)   
 
 Examples of this category of response  include statements such as 
"too big", "happy" and "interesting".  
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 Kuhn and McPartland (1954) proposed that high self-esteem 
subjects tended to respond to the question with more consensual 
responses as opposed to low self-esteem subjects who responded with a 
higher number of non-consensual responses. 
 Wells and Marwell (1976) recognised that empirically, the 
instrument appears to be the least valuable as an accurate measure of self-
esteem, however, the authors acknowledge that the flexibility of the 
instrument lends itself to the effective gathering of valuable anecdotal 
data and provides insight into self-esteem which may be overlooked 
using an alternative instrument.  Wylie (1961) adds further support for 
the instrument by suggesting that the test provides the subject with the 
freedom to clearly express herself as opposed to the rigid structure of the 
semantic differential type test. Wylie's suggestion, that the order in 
addition to the nature of the subject's responses providing insight into 
self-esteem levels, supports a similar proposition made by Kuhn and 
McPartland (1954). For these reasons, this instrument was used in 
conjunction with a subject journal to provide subjective self-report data to 
strengthen the findings of the S.E.I.  There was no attempt to quantify or  
statistically analyse the results. 
 
3.4.4  Subject Journal 
 
 Each subject in the treatment group kept a weekly journal of the 
adventure learning sessions in which they participated.  The journal 
included an expression of feelings and understanding of the process of 
learning within the unit including observations of the group's 
development and dynamics as the treatment progressed.  It also gave 
subjects the opportunity to more fully verbalise, in their own words, their 
personal feelings about themselves, their interactions, behaviours and 
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their relationships with other members of their group.  In addition, the 
journal provided an opportunity for subjects to express the relationship 
between their current behaviours and attitudes and past experiences 
which contributed to these and, consequently, the possible connections 
between these behaviours and attitudes and reported self-esteem levels.  
This journal or 'ethnographic artefact' (LeCompte and Preissle, 1993) 
approach, has been utilised previously in the field of adventure education 
as a tool for qualitative analysis (Hopkins, 1985). 
 
3.4.5  Self-Esteem Questionnaire 
 
 A self-esteem questionnaire (see Appendix J) was administered to 
the EG at the completion of the treatment period.  The questionnaire was 
devised as an informal method of gathering further qualitative data 
regarding the subjects' perceived levels of self-esteem throughout the 
treatment period.  It provided an opportunity to express, in the subjects' 
own words and perceptions, any changes they had perceived in their self-
esteem levels resulting from their experiences in the GAIT course.  This 
information was used to provide insight and support for the quantitative 
analysis. 
 
3.5  Procedure 
 
 The Head of the School of Physical Education, Exercise and Sport 
Studies at the University of South Australia was approached, and consent 
given, enabling the study to take place during semester two, 1994.  The 
researcher then visited the students during the latter part of the first 
semester and administered the instruments in an intact group situation. 
The administration of the instruments was conducted 6 weeks prior to the 
  METHODOLOGY     77 
commencement of the treatment.  Neither self-esteem, or the purpose of 
the study were mentioned at any point during this process or the 
treatment period. This protocol was adopted to minimise any sensitising 
effect and possible confounding of data through a knowledge of the 
purpose of the inventory and treatment (Coopersmith, 1981). Subjects 
were then assigned either treatment or control conditions and 
subsequently randomly assigned to one of three treatment groups.  On 
completion of the treatment period the measurement instruments were re-
administered using the same procedure. 
 
3.6  Treatment 
 
 The independent variable for this experiment was an adventure 
learning program based on subjects' participation in Group Adventure 
Initiative Tasks (GAITs) and the dependent variable was the subjects 
reported level of global self-esteem.  The term, Group Adventure 
Initiative Task was used to describe a unique tool previously utilised in 
adventure training programs and experiential education to examine group 
processes and interactions.  The use of these tasks provides an 
opportunity for the identification and observation of individual and group 
behaviour patterns.  When combined with a guided reflection of the 
groups' performance on each activity, these experiences become a 
valuable opportunity for group development and personal growth.  
Several attempts have been made to clearly define 'initiative tasks' 
(Bunting, 1988; Hammersley, 1992; Knapp, 1986; Little, 1977; Miner, 
1991; Webster, 1978), however, the most comprehensive definition is 
provided by Priest (1986) and states: 
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 "A group initiative is a task which requires a group of people to 
 solve a problem.  The group may be two or more people who have 
 a common and mutually acceptable goal which they hope to 
 achieve as a group...The problem task usually takes the form of 
 physical, mental or social challenge placed upon that group by 
 one or more facilitators..." (p.28).   
 The task is often presented by the facilitator to the group using an 
'adventure' type fantasy scenario (see Appendix M). 
 A possibility of teacher related extraneous variance confounding 
results was identified and addressed by utilising four different teachers 
throughout the study period.  A major constraint operating within the 
study was an inability to completely randomise both subjects and 
teaching staff to either treatment or control conditions due to the nature 
and logistic structure of the subject set.  In an attempt to address this 
issue, the treatment group was exposed to two different facilitators and 
student observers were also utilised at each of the GAIT treatment 
sessions.  A guided debriefing process at the completion of each task was 
conducted by the teachers and leaders, the discussion relating directly to 
observations made of the group members' interaction and behaviour 
patterns (see Appendix F).  The control group were lectured and tutored 
by three different staff members throughout the study period, one of 
whom was extensively involved with the treatment group.  
 The treatment and control groups both completed a 15 week course 
of study consisting of 14, 2 hour contact periods. The treatment 
frequency and duration were determined by the established structure of 
the 'Group Dynamics in Action' unit offered at the University of South 
Australia, Underdale.  The group dynamics unit was a single semester (16 
week) unit of 3 point value (see Appendix A). Similar treatment 
frequencies and duration have been found to be sufficient in influencing 
self-concept through involvement in initiative type games (McDonald 
and Howe, 1989).  
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 The experimental group participated in GAITs at each of the 
contact sessions during the treatment period (see Appendix L).  On the 
completion of each of the GAITs, a reflection on the groups' performance 
was facilitated by the teacher.   The participation and subsequent 
processing of each GAIT formed the basis of discussion for the study of 
group dynamics and also directed discussion centred on individuals' 
involvement in the group and their associated behaviours exhibited 
during participation in the tasks.  The first five, two hour treatment 
periods were completed in a total group (N=32) with both EG teachers 
presenting and debriefing the sessions. During this time, mutually 
acceptable agreements regarding participation and communication during 
the course were established (Priest, 1986)(see Appendices C and D).  The 
subjects were then randomly assigned to one of the 3 smaller treatment 
groups (TG1, TG2, TG3) to complete the treatment period (N = 11, 11, 
10) Teachers were also randomly assigned to treatment groups. The 
structure of these groups represented an appropriate size for effective 
problem solving and communication patterns to be achieved (Schultz, 
1989; Tyson, 1989; Johnson and Johnson, 1991).  The final seven 
treatments were focussed on participation in a single GAIT at each 
session.  Two different subjects from the respective TG's were rostered to 
present one of the GAITs to their TG and assume the role of 'facilitator' 
for that session, making observations of the group and recording 
interactions and proceedings (see Appendix F).  These subjects played no 
part in the group interaction or problem solving process during their 
assigned 'facilitator' task.  On the groups' completion of the task, the two 
'facilitators' joined with the teacher to guide a reflective and evaluative 
discussion of the process and outcomes of the groups' participation.  
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 In the final treatment period, both teachers were present and both 
facilitated each of the three TG's participation in an adventure ropes 
course (see Appendix N). 
 The  control group completed their course by attending one lecture 
and one tutorial per week for 14 weeks and 3 teachers were utilised in 
this case, 2 for the lecture component and a third for the tutorial 
component only.  Teacher number 3 (T3) presented 12 of the 14 lectures 
while teacher  number 1 (T1), who was primarily involved with the EG, 
presented the remaining 2 sessions. The relationship between teachers 
and subjects and their respective contact is outlined in Table 2. 
 
Table 2 Subject to Teacher Relationship 
 
 
1 2 3 4 5 6 7 8 9 10 11 12 13 14
CG
EG1
EG2
EG3
LECT.
TUTE.
EG
T1 and T2
T2
T1
T1
TI
and
T2
T4
T1 T3T3
WEEK
 
T = Teacher No 
 
Chapter 4 
 
 
RESULTS 
 
 
4.1  Quantitative Data 
 
 The primary research question was examined using a paired 
samples T-Test and a oneway analysis of variance (ANOVA) for a single 
factor design with the Coopersmith S.E.I. mean score as the dependent 
variable (global self-esteem) and the delivery method for the Group 
Dynamics program (control - standard delivery, treatment - GAITS) 
being the independent variable.  
 
4.1.1  Total Population Analysis 
 
 The mean pretest self-esteem score for the total (combined 
experimental and control groups)  population was 80.92 with a standard 
deviation of 14.99. Distribution of scores was negatively skewed in the 
direction of high self-esteem. Similar results (mean = 80, standard 
deviation = 15, negatively skewed) were reported by Coopersmith (1987) 
in an S.E.I. validation study utilising university students as the subject 
set.  These results support a general trend in all studies where the 
administration of a self-esteem measure is utilised, where scores tended 
to cluster in the middle to upper levels of the possible score range 
(Baumeister, Tice and Hutton, 1989; Tice, 1993).  The experimental 
group was comprised of students studying undergraduate Physical 
Education Teaching (Primary strain) and Exercise and Sport Science 
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courses while the control group consisted of Physical Education Teaching 
(Secondary strain) students. 
 The pretest mean for self-esteem of the experimental group was 
78.38 and a standard deviation of 16.57 and the post-test mean was 77.75 
and a standard deviation of 16.63.  The pretest mean score for self-esteem 
of the control group was 83.72 and a standard deviation of 12.72 and the 
post-test mean was 86.07 and a standard deviation of 12.36. There was no 
statistically significant difference between pre-test control and 
experimental group self-esteem scores (see Table 3).  
 
Table 3 Paired Samples T-Test for Mean Pre and Post Test S.E.I.  
  Scores  
 
CONDITION
CONTROL
GROUP
EXPERIMENTAL
GROUP
PRE-TEST POST-TEST T-TESTT-TEST
83.72
78.38
T-Value = 1.42
df = 59
p = .161
86.07
77.75
T-Value = 2.23
df = 59
p = .030*
 
* p < 0.05  
  
 There was no statistically significant difference between control 
group pretest and post-test self-esteem scores and no statistically 
significant difference between experimental group pretest and post-test 
self-esteem scores on the Coopersmith S.E.I. (see Table 4). There was no 
statistically significant change in self-esteem scores as a result of the 
treatment utilising GAITS. 
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Table 4 Paired Samples T-Tests For Experimental and Control  
  Groups, Pre and Post Test S.E.I. Scores.  
 
CONDITION
CONTROL
GROUP
EXPERIMENTAL
GROUP
MEAN
PRE-TEST POST-TEST
SD MEAN SD
TOTAL SAMPLE
(N=29)
(N=32)
(N=61)
83.72 12.72
78.38 16.57
80.91 14.99
86.07
77.75
81.70
12.36
16.63
15.22
T-TEST
T-value =  -1.91
df = 28
p = .067
T-value = .33
df = 31
p = .747
T-value = -.67
df = 60
p = .504
 
  
4.1.2  Classification of Self-Esteem Scores 
 
 Coopersmith (1987) suggests that scores on the Self-Esteem 
Inventory corresponding to the classification of low, medium and high 
self-esteem will vary with the characteristics of each unique sample. 
Previous studies have utilised a procedure whereby the upper quartile of 
the sample scores correspond to high self-esteem, the lower quartile to 
low self-esteem and the inter quartile range to moderate levels of self-
esteem.  Scores in the present study were calculated using one standard 
deviation (14.99) above and below the total population mean pretest self-
esteem score (80.19) as the upper and lower delineations of the high and 
low self-esteem. This approximated a score of 95 and above for high self-
esteem categories, 65 and below for low self-esteem and 66 - 94 as 
indicative of a moderate level of self-esteem.  Pretest self-esteem scores 
of the total population found 16 subjects scored in the high range, 31 in 
the mid range and 14 in the low range (including the very low group) 
closely approximating these quartile guidelines outlined by Coopersmith 
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(1987).  Classification of pre and post-test scores for the total population 
is outlined in Table 5. 
 
Table 5 Classification of Self-Esteem Scores for Total Population 
 
CLASSIFICATION
HIGH 
(95+)
MEDIUM
SELF-ESTEEM
SELF-ESTEEM
(66-94)
LOW
SELF-ESTEEM
(61-65)
SEX
MALE
MALE
MALE
FEMALE
FEMALE
FEMALE
PRETEST POSTTEST
10  (62.5%) 10  (77%)
6  (37.5%) 3  (23%)
21  (67.7%) 21  (55.3%)
10  (32.3%) 17  (44.7%)
2  (33.3%) 1  (50%)
4  (66.6%) 1  (50%)
TOTAL
PRETEST POSTTEST
16 13
31 38
6 2
(26.2%)
(50.8%)
(9.8%)
(21.3%)
(62.3%)
(3.2%)
VERY LOW
SELF-ESTEEM
(60-)
MALE
FEMALE 7  (87.5%)  
1  (12.5%)  2  (25%)  
6  (75%)  
SUB-GROUP
8 8
TOTAL 61 61 61 61
(13.1%) (13.1%)
 
 Of the 14 subjects from the total sample identified as low self-
esteem, 3 (21.4%) were male while 11 (78.6%) were female. A similar 
less pronounced, and inversely related, gender based discrepancy existed 
in the high self-esteem category with 16 subjects identified as high self-
esteem, 10 (62.5%) being male and 6 (37.5%) being female.  A further 
sub-group consisting of subjects scoring 60 or below on the S.E.I. were 
identified as very low self-esteem.  Of the 14 low self-esteem category 
subjects, 8 were identified as very low self-esteem, 1 male and 7 female.  
There was an observable trend between pre and post test scores for 
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numbers of male subjects in each category to remain somewhat more 
stable than the numbers of female subjects in each category.  There 
appeared to be a tendency of movement toward the mean for female 
subjects scores with no categorically based change in male numbers 
between pre and post test.  
  
4.1.3  Gender Effects and Self-Esteem 
  
 As a result of the observed gender discrepancy in mean self-esteem 
scores, a oneway ANOVA was conducted to investigate the possible 
relationship between gender and pretest self-esteem scores.  
 Control and experimental group (total population) pre-treatment 
scores were examined for gender conditions with mean scores and 
standard deviations being calculated. A difference in mean self-esteem 
scores was apparent in both the control and experimental groups with the 
difference in mean score being greater in the experimental group (see 
Table 6).   
 
Table 6  Mean Pre-Test S.E.I. Scores for Male and Female 
   Experimental and Control Groups  
 
MALE
FEMALE
TOTAL
SAMPLE
MEAN
SD EXPERIMENTALGROUP
CONTROL
GROUPSD SD
85.06 12.22
75.70 16.68
84.27 13.31
73.18 17.76
85.68 11.63
80.00 14.48
COHORT
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 On initial analysis, a large discrepancy between male and female 
pre-test self-esteem scores is observable. Generally lower self-esteem 
scores were recorded for females, this trend being consistent in both the 
experimental and the control group, with the largest difference in mean 
score being between the male and female sub-groups in the experimental 
population.  This trend was replicated in the post-test S.E.I. scores with 
the gender discrepancy widening slightly during the treatment period (see 
Table 7).   
 
Table 7  Mean Post-Test S.E.I. Scores for Male and   
   Female, Experimental and Control Groups 
 
MALE
FEMALE
TOTAL
SAMPLE
MEAN
SD EXPERIMENTALGROUP
CONTROL
GROUPSD SD
88.00 12.9985.07 12.33
71.29 17.56 82.40 10.70
86.71 12.60
75.41 16.10
COHORT
 
  
 A further oneway ANOVA found that a strongly significant 
interaction (approaching the .01 level) between sex and self-esteem 
existed on the pre-test (F = 6.39, df = 1/59, p < .05) with females scoring 
significantly lower on the self-esteem inventory than males (see Table 8).  
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Table 8  Oneway ANOVA for Gender Effects on Pre- 
    Test S.E.I. Scores 
 
SOURCE DF SS MS F P
Main Effect -
Sex 1 1317.078 1317.078 6.391 .014*
Residual 59 12159.512 206.093
Total 60 13476.590
 
 * p < 0.05 
  
 This gender based difference in mean self-esteem score was 
confirmed in post-treatment results of the S.E.I. and remained somewhat 
unchanged throughout the treatment period  with similar significance 
being found (F = 9.46, df = 1/59, p = .05) on the post-test score analysis 
(see Table 9). 
 
Table 9  Oneway ANOVA for gender effects on Post- 
    treatment global self-esteem scores  
  
SOURCE DF SS MS F P
Main Effect -
Sex
Residual
Total
1
59
60
1921.111
11981.577
13902.689
1921.111
203.078
9.460 0.003*
 
*p < 0.01  
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4.1.4  Summary of Total Population 
 
 The mean pretest self-esteem score and percentile distribution of 
subjects in the low, medium and high self-esteem categories suggests a 
subject sample closely reflective of similar self-esteem studies 
(Coopersmith, 1987).  The assignment of subjects to treatment and 
control conditions did not necessitate major statistical compensation due 
to the  similarity of distribution of self-esteem scores between the 
treatment and control groups and total population score. The statistically 
significant difference between male and female self-esteem scores is 
supportive of similar results reporting gender based differences in self-
esteem (Berger, 1968; Deaux, 1972; Simmons and Rosenberg, 1975; 
Marron and Kayson, 1984).   
 
4.1.5  Experimental Group Analysis 
 
 Self-esteem level classification of the experimental group S.E.I. 
scores (N=32)  reflects a distribution similar to that of the total population 
with the highest frequency of scores falling in the moderate category of 
self-esteem.  The range of S.E.I. scores was from 48 to 100 (see Table 
11).  
 Of the 32 subjects in the experimental group, 11 were identified as 
low self-esteem. The gender distribution being  9  female (81% of low 
self-esteem subgroup) and 2 male (18% of low self-esteem subgroup).  
The very low self-esteem sub-group contributed a total of 6 subjects to 
this low category, 5 being female and 1 male (see Table 10). These 
distribution percentages similarly approximate the pretest distribution of 
the total population mean scores (see Table 5).  
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Table 10   Classification of Experimental Group Pre and  
   Post Test Self-Esteem Scores      
 
CLASSIFICATION
HIGH 
(95+)
MEDIUM
SELF-ESTEEM
SELF-ESTEEM
(66-94)
LOW
SELF-ESTEEM
(61-65)
SEX
MALE
MALE
MALE
FEMALE
FEMALE
FEMALE
PRE-TEST POST-TEST
TOTAL
PRE-TEST POST-TEST
84  (50%) 
4  (50%)
53  (60%)
2  (40%)
5 2
4  (80%)
1  (20%)
1  (50%)
1  (50%)
13 189  (69.2%)
4  (30.8%)
10  (55.6%)
8  (44.4%)
(25%) (15.6%)
(40.6%) (56.3%)
(15.6%) (6.2%)
VERY LOW
SELF-ESTEEM
(60−)
MALE
FEMALE
1  (16.6%)
5  (83.3%)
1  (14.2%)
6  (85.7%)
6 7
TOTAL 32 32 32 32
(18.7%) (21.8%)
 
  
 Minor fluctuations  (4 or 8 points) between the pre and post-test 
S.E.I. scores were most common.  As a change of 4 or 8 points reflected 
different subject responses to only 1 or 2 of the S.E.I. questions, these 
changes were not considered major.  Of the 32 subjects in the 
experimental group only 7 (21.8%) recorded identical pre and post-test 
scores whereas 13 (40.6%) recorded minor fluctuations and 12 (37.5%) 
recorded larger changes which approached or exceeded one SD (14.99).  
 Of the total number of subjects recording changes in self-esteem 
score on the post-test S.E.I., 11 (34.3%) were positive changes, 14 
(43.7%) were negative and 7 (21.8%) scored identically post-test.  In the 
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very low self-esteem category, 2 subjects recorded minor increases, 2 
minor decreases and 2 no change.  In the low self-esteem category 3 
recorded major increases, 1 major decrease and 1 failed to change.  In the 
medium self-esteem level category, 3 recorded major increases, 2 minor 
increases, 2 major decreases and 3 minor decreases and 3 failed to 
change.  Finally the high self-esteem category showed only 1 minor 
increase opposed to 3 minor and 3 major decreases and one stable score 
on the post-test S.E.I.  (see Table 11). 
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Table 11  Experimental Group S.E.I. Scores 
 
PSEUDONYM SEX  PRE-TEST POST-TEST        CHANGE  
     SCORE   SCORE    
 
VERY LOW            
Carol   F  48  56    +8 
Linda   F  52  48    - 4 
Amanda  F  52  48    - 4 
Margy   F  56  60    +4  
James   M  56  56    NC 
Adelle   F  60  60    NC 
 
LOW            
Sue   F  64  84   +20 
Kerry    F  64  76   +12 
Daryl   M  64  76   +12 
Pauline   F  64  64    
NC 
Julie   F  64  40   - 24 
 
MEDIUM           
Danny   M  68  76   +12 
Brian   M  76  64    -12 
Clare   F  80  100   +20 
Shane   M  80  96   +12 
Samantha  F  80  80    NC 
Andrew  M  84  92    +8 
Amanda  F  84  76    -12 
David   M  84  88    +4 
Steven   M  88  88    NC 
John   M  88  88    NC 
Nicole   F  88  84    - 4 
Alan   M  92  88    - 4 
William  M  92  88    - 4 
 
HIGH            
Robert   M  96  100    +4 
Corey   M  96  88    - 8 
Tricia   F  96  88    - 8 
Sandra   F  96  84    -12 
Natalie   F  96  68    -28 
Kevin   M  100  100    NC 
Katrina   F  100  96    - 4 
Mark   M  100  88   - 12 
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4.1.6   Summary of Quantitative Analysis 
 
 Initial statistical analysis of the quantitative data yielded no 
significant differences in pre and post test, experimental and control 
group S.E.I. scores. As a result of this, together with the small 
experimental group sample size, further analysis was considered 
inappropriate. Quantitative results did however serve to provide added 
structure to the qualitative data, and contributed to a clearer 
understanding of the qualitative findings. 
        
4.2  Qualitative Data  
 
 Qualitative data was gathered throughout and at the completion of 
the treatment to provide further insight and understanding into the 
participants' perceptions (i.e. their self-concept) and  feelings about 
themselves (i.e. their self-esteem) and others in their treatment group.  
Interactions and observations of subjects throughout the duration of the 
treatment were used as a method of 'illuminative evaluation' (Hamilton et 
al., 1977; Tesch, 1990).  Subjects chose to express their self perceptions 
in several differing manners which they felt best represented their self 
understanding.  In addition to this, each qualitative instrument yielded 
slightly different styles of response from participants. 
 
4.2.1  The Twenty Statements Test (T.S.T.) 
 
 Wells and Marwell (1976) acknowledged the difficulty in 
quantifying results obtained from the T.S.T. for statistical analysis.  The 
value of the test, they proposed, lay in the 'open' nature of the question 
and the freedom with which subjects could respond, using their own 
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words, to the question of "Who am I?".  Kuhn and McPartland (1954) 
suggested subjects tended to respond to the question with either non-
consensual statements (e.g. I am caring, I am happy, I am compassionate) 
that is, statements which could only be verified by the subjects 
themselves, or consensual responses (e.g. I am tall, I am a sportsperson, I 
am a student) which are objectively observable.  In the current study, 
subjects responded in a number of styles ranging from single word 
descriptors to more elaborate statements describing their specific 
perceptions of the self.  The test provided subjects with the opportunity to 
communicate the aspects and traits of their self-concept which featured 
prominently in their own perceptions and understanding of their self-
construct. The statements also provided an insight into the specific parts 
of the self which featured prominently as the foundations on which self-
esteem was constructed.   
 Generally, subjects tended to use the test as an opportunity to 
express and verbalise their own self-concept, describing certain aspects of 
themselves which they believed to be true and indicative of who they 
were as individuals.  A combination of objective, consensual responses 
linked with evaluative sub-consensual statements provided an overall 
picture of the beliefs, perceptions and intrinsically valuable traits and 
desires of each of the subjects. 
 
Consensual Responses 
  
 Many subjects responded to the question with consensual 
expressions of their membership to groups based on certain social, 
physical and biological criteria. These included groups based on:  
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 (a) Physical Characteristics: 
 
  a woman, male, I am 175 cm tall, I have blond hair, I am 21, a 
 person, I'm dark haired, black, human.  
 
 (b) University, Social and Sporting Groups: 
 
 Sport Scientist, a student, athlete, footballer, golfer, a 
 badminton player, I play netball, tennis and hockey, musician. 
 
 (c) Family Groups: 
 
 brother, sister, son, I am the youngest girl in the family,  single, 
 family member, daughter, engaged.  
 
 (d) Employment Groups: 
 
 storeman, seamstress, salesperson, assistant manager, I'm a 
 waitress, I teach Tai-Chi, I am a Kung-Fu student. 
 
 (e) Behaviour Groups: 
 
 drinker, T.V. watcher, rager. 
 
 (f) Cultural Groups: 
 
 aboriginal, a Caucasian, Australian. 
 
 (g) Religious Groups: 
 
 Christian 
 
Sub-consensual Responses 
 
 A predominate number of sub-consensual responses occurred 
throughout the sample set. In many cases, subjects responded with 
statements placing them in one or more of the above identification 
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groups, with the addition of a subjective, evaluative component to the 
statement  providing a more complete picture of the subjects' perception 
of their association, involvement and value in the group. 
 Several subjects responded to the question with direct reference to 
their philosophy and belief system.  
 Amanda expressed her liking for the Budhist concept of life before 
elaborating;  
  
 "I am a spiritual being, I am a product of my ancestry, I am the 
 moon and the stars or a product of their influence." 
 
  While Pauline described herself simply as; 
 
 "a Libran." 
  
 Another method subjects used to express individual values was to 
describe behaviours observable in others which the subject herself 
devalued: 
 
 "...hates rude, arrogant, selfish people."  (Samantha) 
  
 "I don't like people who think  that they're better than me."  (Mark) 
  
 "Someone who thinks some people are too self interested."  
 (William) 
  
 "I don't like drugs or drug users."  (Margy) 
  
 "...get frustrated when others don't have high expectations (of 
 themselves)."  (Kerry) 
  
 "I don't appreciate people who waste my time."  (Corey)  
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Several subjects responded with a statement affirming their own 
individuality and uniqueness: 
  
 "I am (name), I am an individual, I am unique." 
  
 Many subjects expressed their involvement and membership of 
groups sub-consensually incorporating a statement of the value they 
placed on their membership to the group, their perceived abilities within 
the group or their apparent value as a member of the group. In essence, a 
personal description of the subject's self-concept in the context of the 
specified group; 
  
 "I like sport, I like work, I care about my family, love my  family 
 and friends, am tall, too short!, a family person attached to my 
 culture."  
 
Post-Test Responses from Subjects in the High Self-Esteem Category 
 
 Post-test responses by subjects in the high self-esteem category 
displayed a positive and insightful awareness of the 'self' which supported 
the quantitative results of the S.E.I..  
 Robert, an outgoing, academically successful student and 
committed group member described himself as: 
  
 "...someone fun to be with, someone who can relate to other 
 peoples' interests, a person whose priorities may not always be 
 logical, someone who is generally stable (emotionally), someone 
 with many circles of friends, a sports coach, a badminton player, a 
 uni student." 
 
 While other high self-esteem subjects described themselves in a 
more concise fashion such as: 
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 "supportive, trustworthy, friendly, assertive, caring, thorough, 
 energetic, kind, perceptive, self-directed, motivating, fun, 
 independent, open, broad-minded, happy, bubbly, reliable." 
 (Katrina) 
 
and others in more descriptive and elaborate terms: 
 
 "I am a responsible person, I am a person who appreciates 
 friendship, I am a person who enjoys life, I am a person who 
 strives for knowledge, I am easy going, I am a person who enjoys 
 humour, I approach situations that I want with confidence, I enjoy 
 physical activity, I enjoy team sports over individual sport."
 (Corey) 
  
 Self descriptions from several of the high self-esteem subjects 
tended to reflect a perceptual focus on the positive traits of the self 
construct with little or no mention of negative self traits.  There appeared 
to be a somewhat 'positive imbalance' in the self-perception which failed 
to acknowledge the presence of any undesirable traits in the self 
construct.  In contrast, Kevin reflected a somewhat more 'realistic' self-
perception in which he acknowledged both his positively and negatively 
valued traits.  Kevin's pre-test S.E.I. score was 100 and was the only 
subject in the experimental group to maintain this score in the post-test.  
His self descriptions included: 
 
 "someone who enjoys life, energetic, honest, reliable, trustworthy, 
 respect myself, leave things to the last minute, has trouble 
 motivating for (sic) homework, reasonably intelligent except for 
 spelling."   
  
 Similar balance in self appraisal was indicated by Robert who also 
maintained a stable high self-esteem and who in addition to his many 
positive personality traits, acknowledged that he was: 
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 "...a person whos priorities may not always be logical and a person 
 who, when they lose their temper, they lose it!" 
  
 Subjects in the high self-esteem group tended to report similar self-
descriptions on the pre and post-test T.S.T and responses remained 
generally consistent in this category.  
  
  
Post-Test Responses by Subjects in the Medium Self-Esteem Category 
 
 Many responses by subjects in the medium self-esteem category 
tended to be similar to those reported by the high self-esteem group.  
Subjects expressed their feelings of high self regard, drawing attention to 
those traits which they viewed as being positive and desirable. On 
occasion, however, there appeared to be an observable difference in style 
of response from members of this group, and one which similarly set 
Kevin and Robert apart from their fellow high self-esteem subjects. A 
somewhat more balanced perception of the self was evident, with the 
acknowledgment of several less desirable traits as integral parts the self 
construct.  Clare reflected this balanced self appraisal in her descriptive 
statements:  
  
 "...friendly, sporty, a good listener, a good communicator, fun to 
 be with, open and honest, shy around people I don't know, make 
 decisions hard for myself often."   
      
 Steven also scored highly on the pre-test S.E.I. with 88 and 
expresses his balanced self image clearly: 
 "...(I am) thoughtful, considerate, reliable, look forward to the 
 future, open, a "mummy's boy", looking for more realistic 
 things from life, happy with myself but I look forward to 
 improving myself as a person." 
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 Subjects in the upper medium level (scores of 85+) tended to be 
most stable, recording only minor fluctuations in pre and post-test S.E.I. 
scores and presenting a balanced self appraisal. 
 
Post-Test Responses by Subjects in the Low Self-Esteem Category 
 
 Low self-esteem subjects descriptions on the T.S.T. generally 
differed from those in the high and medium categories.  In all cases, 
subjects made references to both positive and negative aspects of their 
self construct, however, in the majority of their responses, there appeared 
to be a higher number of negative perceptions articulated than those of 
the subjects in the medium and high self-esteem categories.  There 
appeared to be a common  reference made by several subjects in this 
category to specific feelings and traits,  Pauline expressing the first of 
these common feelings most clearly when she writes:     
 
 "I am not sure what I want to do with my life."   
  
 This feeling of uncertainty and confusion about future life direction 
appeared to be common in many of the responses from subjects in the 
low self-esteem category. 
 The second common response related to a trait which also appeared 
to link many of the subjects in this category, and articulated most 
succinctly by Daryl:  
 
 "I am a perfectionist."   
And more surreptitiously by other members of this group: 
 
 "...(sic) have high expectations, I get angry when I let myself down 
 and don't do the right thing."  (Kerry) 
RESULTS   100 
  
 "I try hard to impress."  (Sue) 
 
 Many of the low self-esteem category subjects expressed their self 
perception of striving for perfection much of the time but were often 
faced with feelings of stress and frustration when this level was not 
achieved.  Likewise, similar standards were often sought from others with 
whom they communicated and interacted and feelings of despair resulted 
when these expectations were not met. 
 
Post-Test Responses from Subjects in the Very Low Self-Esteem 
Category 
 
 Similarly, subjects in the very low self-esteem category expressed 
feelings of uncertainty surrounding their future, a central concern for 
subjects ending their University studies and commencing a new career. 
these feelings appeared to impact considerably on their self image: 
 
 "I am trying to think of a career, I'm currently studying, I'm not 
 sure why. I want to be happy in life."  (Margy) 
 
 Often these feelings were closely linked to their quest for 
perfection and the stress which resulted from their inability to attain this 
goal: 
 
  
 "I am easily stressed, I am a perfectionist, I have high standards, I 
 am judgemental."  (Carol) 
 
 "I am a stress head, I am obsessed with trying to be perfect, I am 
 not very self confident, I am hard on myself, I am afraid of failure." 
 (Amanda) 
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 "I am unsatisfied, trying to find me, yearning for something, not 
 self confident, I am a perfectionist."  (James) 
  
 Linda most clearly articulated the extreme of low self regard in her 
self perceptions: 
 
 "I am shy, I am insecure, I am stressful, I am unassertive."  
 
 Subjects in this very low category appeared to remain stable at this 
low level and responses to the T.S.T., both pre and post-test, focussed on 
the negative aspects of the self and the uncertainty surrounding future 
direction; an apparently central concern to subjects at the time. 
 
4.2.2  Self-Esteem Questionnaire (S.E.Q.) 
 
 The self-esteem questionnaire was constructed to gain a verbal self 
description of the subjects feelings about themselves at the completion of 
the treatment period. The questionnaire provided the opportunity for 
subjects to describe their own perceived level of self-esteem in a general 
framework and also an opportunity to make comment on their 
perceptions of the adventure learning experience and its relationship to 
their feelings about their 'self'.  Subjects were also given the opportunity 
to diagrammatically represent their perceived changes in self-esteem level 
throughout the treatment period in the form of a simple line graph.  
 Several students expressed a direct relationship between the 
adventure learning experience and increased feelings of self worth: 
 "(The course) helped me overcome a lot of my fears and value 
 myself even more. There was great support from others in the 
 group."  (Samantha) 
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 "I decided at the beginning of the course to get as much 'personal 
 growth' out of it as possible and that was the way I conducted 
 myself throughout. It was very helpful in clarifying a number of 
 'fears' and 'isms' in my life that were effecting my behaviour and I 
 have successfully taken the experiences into my life. The benefits 
 are good."  (Amanda) 
 
 "I felt disappointed with my effort in the first part of the course but 
 I have been pleased with my change over the last 6 weeks."  (Alan)
  
 Unlike the apparently positive association between self image 
statements on the T.S.T. and self-esteem scores on the S.E.I., these 
comments appeared in some cases to be contradictory to the quantitative 
data.  Of the above subjects, Samantha's post-test S.E.I. score was 
unchanged whereas Amanda's post-treatment S.E.I. revealed a decrease in 
self-esteem of 12 points and Alan's by 4.  This suggested that the 
perceived benefits of the treatment were apparently greater than that 
revealed by the S.E.I..   
 There were a number of subjects who expressed the belief that 
rather than increase their levels of perceived self-esteem, the experience 
had provided an opportunity for a more detailed self-reflection and 
clarification of their self-concept: 
 
 "The best thing was matching the way you act, work and think."  
 (Brian) 
 
 "I feel I have changed over this course, especially in relation to 
 taking on different roles in a group."  (Nicole) 
  
 "I feel the course has helped me confirm my perceptions of myself, 
 realising I'm more of a thinker rather than a doer and a good 
 listener. I have an ability to see problems ahead. It also showed me 
 that I probably need to commit myself to more opportunities."       
 (William) 
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 These subjects tended to maintain a stable score on the S.E.I. 
between pre and post-test. 
 In some cases the need for personal behaviour change as a result of 
self-concept dislocation (Sanford and Donovan, 1993), or discrepancies 
which existed between the perceived and actual selves, were realised: 
 
 "I appreciate the fact that I have been confronted with numerous 
 personal challenges - related to my behaviour to other people. I 
 am now conscious of more aspects that I was not aware of before - 
 such as support for other people."  (David) 
 
 "I am more aware of my need to listen to the meaning and respond 
 after someone has finished explaining."  (Pauline) 
 
 "The course has changed my perception of conflict...it has made 
 me more aware of peoples differing perceptions in a very practical 
 way and this will be very useful in future groups."  (Sandra) 
 
 "I've learnt a lot about myself and I am always willing to improve 
 myself and my relationships."  (Danny) 
 
These realisations then resulted, in many cases, in behavioural change 
being implemented. 
  
 
 
 
 
Responses from Subjects in the High Self-Esteem Group 
  
 Many subjects in the high self-esteem group appeared to focus on 
their achievements and successes relating to completion of their course 
and frame these experiences as motivation for their future career.   
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 "I feel good because I am close to finishing my degree. I feel good 
 because of the opportunities now available. This is something that 
 does not fear (sic) me."  (Corey) 
  
 "I am extremely happy with my life right now. I am, just completing 
 the Uni course of my choice, I already have full time employment 
 in the field...I have a very stable and comfortable home life."  
 (Kevin) 
 
 "Finishing Uni is like having the shackles removed after 3 years of 
 application. I'm proud of myself for finishing the degree and doing 
 so well and can't wait to move back to Sydney and look for a job. 
 I've really missed my friends and spending time with them is what 
 I'm most looking forward to. I am very happy, positive and 
 satisfied overall and looking forward to the future."  (Sandra) 
  
 Although subjects in this category reported feelings of high self 
regard on the S.E.Q. (see also Appendix K), of the 8 subjects in the high 
self-esteem category, 7 recorded a decrease on the post-test S.E.I. score 
with only 3 remaining in the high category on the post test. A discrepancy 
was apparent between the quantitative and qualitative data where, rather 
than express feelings of decreased self-esteem congruent with their S.E.I. 
post-test score, subjects verbalised feelings of increased clarity of the 
self-concept and a more 'realistic' self-perception, retaining their positive 
self perceptions but acknowledging that certain less valued aspects of the 
self were an integral part of their personality make-up.    
  
  
 "I feel very pleased with myself, as I have constantly 'stretched' 
 myself in the course, and as a result, have bettered certain aspects 
 of my life."  (Mark) 
 
 "It has made me develop and think about myself as a person."  
 (Katrina) 
 
 "The course provided a useful insight into myself."  (Robert) 
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 Self-esteem graphs from subjects in the high self-esteem cohort 
indicated minor fluctuations throughout the treatment period with a 
general increase in perceived self-esteem at the completion of the course.  
In several cases, perceived self-esteem increases were apparently 
contradictory to the decreased S.E.I. scores recorded by subjects in the 
quantitative data, with several subjects indicating a perceived increase 
from an initially moderate level to a high level of self-esteem (see Table 
12). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Table 12  Self-Esteem Graphs of Subjects in the High Self- 
   Esteem Category 
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Mark  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Responses from Subjects in the Medium Self-Esteem Category 
  
 Subjects in the medium self-esteem category appeared to present 
differing self descriptions dependant upon their initial self-esteem level 
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as recorded on the S.E.I.. Subjects in the upper half of the category (85+) 
tended to express feelings of increased self awareness and clarity as a 
result of the treatment, however, these subjects also tended to record 
lower post-test S.E.I. scores in much the same way as the high self-
esteem group.  Nicole expressed these feelings of increased self-
awareness and the associated restructuring of her self perception  as a 
result of these changes: 
 
 "I feel I have changed over this course...I would like to feel more 
 confident about myself...I'm sure as years progress (and) I believe 
 in myself, this will change."  
  
 William, however expressed feelings which directly contradicted 
his S.E.I. score of 88 on the post-test, clearly articulating his feelings of 
self doubt: 
  
 "I feel I need to commit myself to a 'risk'. I feel regretful of things I 
 have done, haven't done or want to do. I'm not particularly 
 confident in my ability. I have a fear of failure." 
 
 Subjects in the lower (below 85) part of the medium category 
clearly presented  their perceptions of increased self-esteem resulting 
from their experience of the treatment.  Ian typified the responses from 
subjects in this group: 
  
 "(I feel) Good.  I've learnt a lot about myself and I am always 
 willing to improve myself and relationships." 
 
 Samantha also expressed her positive experiences relating to the 
treatment: 
 
 "The course helped me to overcome a lot of my fears and value 
 myself even more."     
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    These feelings of increased self-worth, however, were not reflected 
in Samantha's S.E.I. score which remained stable between pre and post-
test. 
 Self-esteem graphs from subjects in the medium self-esteem cohort 
reflected similar patterns as those in the high category.  There appeared to 
be a general perception of increased self-esteem from the subjects 
recording an increase on the post-test S.E.I. although several fluctuations 
were apparent before arriving at this improved level of self-esteem (see 
Table 13).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Table 13  Self-Esteem Graphs of Subjects in the Medium  
   Category Recording a Post-Test Increase in S.E.I.  
   Score. 
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 However, a discrepancy was apparent within subjects recording 
decreased self-esteem scores on the post-test S.E.I. in that these subjects, 
rather than presenting a declining self-esteem graph congruent with their 
fall in S.E.I. score, presented a perceptual increase in feelings of self 
worth (see Table 14).  
 
 
 
 
 
 
 
 
 
 
Table 14  Self-Esteem Graphs of Subjects in the Medium  
   Category Recording a Post-Test Decrease in S.E.I.  
   Score. 
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Responses from Subjects in the Low Self-esteem Category 
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 Responses from subjects in the low self-esteem category presented 
further incongruence between the S.E.I. and qualitative data.  Of the 5 
subjects in this category, 3 recorded increased scores on the post-test 
S.E.I. however discrepancies existed in their self descriptions.  Patterns of 
expression were similar to those presented by subjects in the lower half of 
the medium category, with a considerable amount of fluctuation in S.E.I. 
scores and self descriptions on the S.E.Q. being apparent.  Kerry recorded 
an increase of 12 points on the post test S.E.I. however her self 
descriptions were less reflective of this substantial increase:   
 
 "I know I have some talents and strengths but I'm not sure how and 
 when they'll be used...I have so much I want to improve about 
 myself. I get frustrated when I don't act a certain way." 
 
 Responses tended to reflect a more balanced self perception with 
the acknowledgment of areas of the self construct which were considered 
valuable and others which subjects felt needed attention. 
 Pauline expressed her increased feelings of self regard despite 
recording no change on the post-test S.E.I., and also alluded to the 
dilemma expressed by many subjects in the study regarding future life 
and career direction. 
 
 "I feel good that I am able to participate well in group work...I feel 
 positive about life even though I am not 100% sure of what I am 
 going to do for the rest of my life." 
  
 Subjects in the low self-esteem category presented self-esteem 
graphs which indicated perceived increases in self-esteem throughout the 
treatment period (see Table 15).   
Table 15  Self-Esteem Graphs of Subjects in the Low Self- 
   Esteem Category 
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Sue
Kerry
Daryl
Pauline
Julie
 
 
  
 
 
 
 
 
 
 
 
 
 
 In 4 of the 5 cases in this sub-group,  graph patterns correlated 
directly with either stable or increased post-test S.E.I. scores. Fluctuations 
were common throughout the treatment period with self-esteem levels at 
RESULTS   113 
the completion of the treatment period being generally higher than the 
pre-treatment scores. However Julie's graph, indicating a clear increase in 
her perceived self-esteem, displayed a contradictory picture than that of 
her 24 point decrease on the post-test S.E.I.  
 
Responses from Subjects in the Very Low Self-Esteem Category 
 
 Students in this category tended to use the S.E.Q. to express their 
clear feelings of low self-esteem.  Adelle remained in the very low 
category with no change in her S.E.I. score between pre and post-test, and 
at the completion of the treatment, verbalised her feelings more fully: 
 
 "I don't feel very good about myself, I'm finding it hard to 
 understand myself, I feel lonely and upset a lot of the time."    
 
 Linda recorded a decrease in S.E.I. score from 52 to 48 placing her 
well inside the very low category and articulates these feelings of low self 
worth clearly: 
 
 "I don't feel that this course has effected my self-esteem to a great 
 extent...I feel a bit insecure and confused and slight doubt about 
 where my life is heading - quite stressed."  
 
 There appeared to be a pattern where subjects in this very low 
group  linked these feelings of low self regard with feelings of 
uncertainty that they were experiencing around completing their course, 
leaving home and beginning a career and which were touched upon in the 
responses from the T.S.T.: 
 "I feel a bit insecure as to what I will be doing next year. A bit 
 confused and (I feel) doubt about where my life is heading - quite 
 stressed. I don't feel that the course has effected my self-esteem 
 level to a great extent."  (Linda) 
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 Although verbalising one's low self-esteem appeared to be a 
pattern in this subgroup, Carol's response on the S.E.Q. appeared 
incongruent with her S.E.I. score and presented a contradictory picture of 
her self perception:  
  
 "As far as my achievements in life go, I am very happy with myself. 
 I am about to complete a 3 year degree and I know exactly where I 
 am headed in life - I know what I want to achieve and I will 
achieve  it. This overrides all other opinions I have of myself."  
  
 Subjects also presented feelings of low self worth in their self-
esteem graphs, supporting their very low pre-test S.E.I. scores (see Table 
16).  These scores appeared to remain stable with only minor fluctuations 
being recorded.  Likewise, the perceived increases in self-esteem 
represented graphically indicated relative stability in self perceptions 
throughout the treatment with only minor increases in perceived self-
esteem being presented.  Margy's self-esteem graph however, 
contradicted her stable S.E.I. score, indicating a substantial increase in 
her self regard. 
 
 
 
 
 
 
 
 
 
 
 
Table 16  Self-Esteem Graphs of Subjects in the Very Low Self-
   Esteem Category 
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Responses From Subjects Recording Major Increases in Post-Test 
S.E.I. Score 
  
      Sue and Clare both recorded increased scores on the post test S.E.I. 
of 20 points.  This was the largest recorded increase in the experimental 
group with Sue increasing from 64 (higher end of the Low category) to 
84 (medium category) and Clare increasing from 80 (medium) to 100 
(high). 
 Their responses to the S.E.Q. however were somewhat different.  
Sue expressed her feelings of uncertainty about the future; 
  
 "I feel unsure of what lay ahead for me. I think I can improve on 
 many areas which will, in the end, make me happier. I feel 
 frustrated because I can't control everything in my future."     
Whereas Clare expressed a markedly different response when asked how 
she felt about herself at this point in time: 
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 "I feel confident within myself as I have almost finished studying...I 
 feel that I can do anything I want, as long as it doesn't hurt those 
 around me. I feel as though I am supportive and encouraging and I 
 like myself."  
 
 A large number of students expressed fluctuations in their self-
esteem levels throughout the duration of the treatment (see Appendix K).  
For some, these fluctuations were greater than others and few subjects 
presented a stable perception of self-esteem throughout the period of the 
treatment.  
 
Responses From Subjects Recording Major Decreases in Post-Test 
S.E.I. Score  
 
 There appeared to be few similarities in the pattern of responses to 
the S.E.Q. by the subjects recording major decreases (12 points or 
greater) in post-test S.E.I. score.   
 Julie expressed positive self feelings and aspirations for the future 
in her responses, however her S.E.I. score of 64 placed her in the low 
self-esteem category on the pre-test, and on the post-test, her score 
dropped by 24 points to 40.  Similar feelings of low self regard were 
anticipated in the S.E.Q., however this was not the case: 
  
  
 "I feel proud of who I am, where I come from and where I'm going. 
 I am an honest person who will be a great teacher and role model. 
 I am friendly and happy. At this point I feel strong and proud of my 
 achievements." 
  
 Natalie recorded the largest decrease in S.E.I. score falling from 96 
on the pre-test to 68 on the post-test, a decrease of 28 points.  Natalie's 
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expressions of reevaluating her behaviours and self-perceptions indicated 
that her pre-test S.E.I. score was not truly representative of the level of 
self regard that she was experiencing internally: 
 
  
 "I feel I need to make up my mind about what I am doing and 
 where I am going...Everything that I have suggested previously are 
 problems with me and not other people. If I want to change it's got 
 to come from within me. I need to be more proactive and get on 
 with my life and put everything into it." 
 
 The realisation that a discrepancy existed between her ideal and 
actual self perceptions was apparently realised and reflected in both her 
S.E.I. score and her comments on the S.E.Q.  
 
4.2.3   The Subject Journal 
 
 The weekly journal provided subjects with an opportunity to 
openly discuss any aspects of their experience throughout the treatment 
period free from the structural constraints of the alternate instruments and 
methods of data collection.  Responses from subjects in each self-esteem 
category varied markedly with little congruence between S.E.I. score and 
feelings expressed in the journal.  In several cases, journal entries 
appeared to support the quantitative assessment, however in others a 
direct contradiction was apparent.  
 A frequently recorded perception was the experience of increased 
clarification within subjects of their own behaviours and feelings 
associated with these behaviours.  The journal provided subjects with an 
opportunity to clarify the feelings which may have been the source of 
their level of self-esteem and how the treatment affected these 
perceptions.  David's S.E.I score placed him in the mid range of the 
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Medium category. His entries illustrated the evaluative and reflective 
approach adopted by many students in their writing: 
 
 "Personally, I must now accept that I do not express my thoughts 
 and meanings effectively, since I am not sure that I differ all that 
 much from the rest of the class. However, I was perceived as being 
 aggressive and sexist at the same time! I do come across as 
 aggressive when I am endeavouring to clarify a point since I relate 
 to a person's argument on a logical basis, and if I find fault with 
 their argument, I use this as a basis to refute what they have said. I 
 think this may stem from my tendency to always want to be right, 
 and since I spend a significant amount of my time thinking and 
 considering issues, I do become affronted when it is suggested that 
 what I am expressing is incorrect - not because I am attacking the 
 other person, but because I am anxious to be right, and if what I 
 am saying is wrong, I want to express my concerns and views in an 
 effort to convince the other person of my argument. If I cannot 
 convince them, and they are able to convince me otherwise, I am 
 happy to change my opinion. 
 This method is obviously not proving very successful in my life at 
 the moment, since I am becoming increasingly aware of other 
 people being offended by the way I express myself and, more to the 
 point, my opinions." 
 
 There was often specific mention of the value of the de-briefing of 
each activity for realising an individual's behavioural impact on others 
and the wider group: 
 
 "When in the debrief, other members of the group made mention of 
 the fact that they had noticed and appreciated this 'stretch' by me, 
 then this made me feel that all the sacrifices (venturing outside my 
 'comfort zone') were worthwhile."  (Shane) 
 
  
 "I realised during our debriefing that I was able to take on the role 
 of leader and that I should work towards achieving this in the near 
 future."  (Julie) 
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 Carol, although recording a minor increase in S.E.I. score from 48 
to 56, remained in the very low category at the completion of the 
treatment and her journal entries reflected the internal struggle that she 
was experiencing while participating in the GAITs: 
 
 "I am the kind of person who finds it very difficult to approach 
 people who I am not familiar with (I think that this is due to an 
 apparent lack of confidence in this area)... This behaviour happens 
 regularly and this is not something I am proud of, but I see it as a 
 challenge.  In my 'comfort zone' I appear to be very self-confident 
 (as I have been told), however this initial exercise ('Celebrity 
 Backs') pointed out once again that I am very threatened by having 
 to go beyond this comfort zone."  (Carol) 
 
 Conversely, Margy also remained in the low self-esteem category, 
however her feelings of increased self worth were expressed clearly 
illustrating the discrepancy which often existed between quantitative and 
qualitative measures: 
  
 "A common behaviour I show in (these) games that I think I display 
 in life is I often step back in the distance quietly watching others 
 until I feel I have something to contribute. I think this may have a 
 little to do with my self-confidence which isn't always very strong. 
 This may be a factor of my personality which I need to address...  
 Overall I must say that this course has been very enjoyable, I 
 have learned how important it is to look inside yourself for 
answers  to problems you may have in your life, because it is there 
where  you can really change and make a difference."  
   
 While some subjects went beyond identifying their behavioural 
patterns and attempted new behaviours in the group tasks: 
  
 "Knowing I usually adopt a silent observer role in groups, I was 
 very satisfied with my performance as the temporary leader and I 
 realised I was capable of adopting a leadership role in a group 
 situation. The recognition of my peers in the debrief of this 
 situation made the experience personally satisfying."  (William) 
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 "From my experiences, I have learnt that it is very difficult for me 
 to offer support and encourage other people...previously I was
 sceptical about performing such roles (leadership) because I 
 thought that my ideas would be ridiculed and I would be made the 
 scapegoat if the group did not succeed. This is no longer the case 
 and I feel confident to show some leadership because I believe my 
 ideas are worthwhile."  (John) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Responses from Subjects Recording a Major Decrease in Post-Test 
S.E.I. Score 
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 Subjects recording a substantial decrease in S.E.I. score appeared 
to use their journal as an opportunity to express their feelings relating to 
specific events which they perceived had impacted on their perceived 
self-esteem. Other subjects expressed feelings of frustration at being 
faced with personal issues or perceptions by others which they had 
previously been unaware of. One subject appeared to identify the 
possibility for growth and development through the treatment experience, 
but at the completion of the program, remained unable to 'take the risk' 
and confront her established behaviour patterns.  Amanda recorded a 
decrease on the post-test S.E.I. of 12 points but acknowledged the 
possible impact of the treatment:  
 
 "This course has the potential to bring about dramatic realisations 
 about the individual's behaviour modes."  
  
 Several subjects referred to specific events which they identified as 
being detrimental to their self-esteem, Julie providing a lucent example: 
  
 "Throughout this task ('Crossing the Falls') I saw myself as both 
 accommodating and avoiding at various times...I realise that more 
 often than not these two behaviours result in low self-satisfaction 
 and self-respect as well as diminished self-confidence, so I need to 
 work towards being more collaborative."  
 
 Natalie, with a decrease in S.E.I. score of 28, used her journal to 
express the realisations which she was making about her 'self' and which 
may have contributed to this marked decrease: 
 
 "I am not too scared by what I have found out and I am going to 
 try and work on some of the problems that I have instead of just 
 ignoring them...I know all the time in life I tend to make excuses for 
 things that I do rather than really facing up to them and doing 
 something about it." 
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 Sandra also expresses her feelings of self doubt as a result of the 
interactions which occurred during the treatment period and which 
impacted on her perception of 'self': 
 
 "I think part of my dislike of conflict is due to not wanting to be 
 disliked firstly, and secondly a lack of self-confidence in my 
 opinion or knowledge." 
 
 Several subjects recording substantial decreases in self-esteem 
expressed their experiences of 'risk' taking and the associated clarification 
of the self perception.  Mark scored 100 on the pre-test S.E.I. and 88 on 
the post-test.  His initial score appeared to mask his feelings of low self 
confidence expressed in his journal, however,  As a result of his 
willingness to engage in 'risky' behaviours, his self perception became 
somewhat more realistic: 
 
 "Again I guess that my initial reaction was due to my lack of self-
 confidence, but at least this time I made an attempt to do 
 something about it. and I tell ya what, it was a great confidence 
 builder when it actually worked. Next week I am going to try to `
 stretch myself even further."  (Mark) 
 
 
 
 
 
 
Responses from Subjects Recording a Major Increase in Post-Test 
S.E.I. Score 
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 Subjects used the journal to express their perception of the value of 
the GAIT program and the personal impact of the overall experience: 
  
 
 "I find it difficult on many occasions to offer encouragement 
 without feeling uncomfortable...what I found through my conscious 
 effort of offering encouragement and support is that it soon 
became  second nature to me and the uneasiness that had proved a 
barrier  previously was soon totally forgotten."  (Shane) 
 
 The journal offered these subjects the opportunity to reflect on 
their own personal behaviours which they exhibited while participating in 
the GAIT and subsequently cognitively process these experiences and 
internalise the outcome.  There appeared to be a pattern in expressions 
from subjects experiencing increased scores on the S.E.I. articulating 
their willingness and openness to challenge their established fears and 
beliefs and implement change in their behaviours.   
  
 
 
 
 
 
 
  
 
  
 
  
 
Chapter 5 
 
 
DISCUSSION 
 
 
5.1  Introduction
  
 The main purpose of the study was to investigate the effect of an 
adventure learning program, utilising group adventure initiative tasks as 
the primary teaching methodology, on the perceived level of participant 
self-esteem.   
 The study also provided an opportunity for the investigation of 
gender differences and their relationship to the effectiveness of the GAIT 
program.  Previous research in the area of gender differences in self-
esteem levels (Moore and Rosenthal, 1980; Skaalvik, 1986; Kenway and 
Willis, 1990; Sanford and Donovan, 1993; Raymore, Godbey and 
Crawford, 1994) has suggested that females tend to exhibit generally 
lower levels of global self-esteem than males and the current study, as a 
secondary purpose, provided support for these findings.  
 Finally the study provided valuable insight into the relationship 
between pre-test self-esteem levels and the effectiveness of the GAIT 
treatment for high and low level self-esteem subjects.  Individuals 
perceptions of the value of an adventure learning program using GAITs 
as the teaching tool, and the perceived benefits that were gained through 
their participation in the course, were also gathered. 
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5.2  Group Adventure Initiative Tasks (GAITs) and Self- 
  Esteem 
 
 The primary research question addressed the influence that an 
adventure learning program, based on participation in GAITs, had on the 
self-esteem of university undergraduates.  Results of the quantitative data 
analysis suggested that there was no statistically significant change in 
participants self-esteem scores on the S.E.I. post-test indicating that the 
GAIT program had little effect on this aspect of the participant's self 
perception (see Table 4).  To dismiss the effectiveness of the GAIT 
program based on this empirical finding would, however, falsely 
represent the observable and reported outcomes and subjects expressions 
of the value of the experience for clarifying and challenging their own 
self perception.  These, along with the feelings expressed by many of the 
subjects regarding increased awareness of behavioural traits, suggest that 
there may be some discrepancy between scores gained on the S.E.I. and 
personal perceptions of self-esteem reported by subjects.  Several 
subjects expressed clearly their feelings of increased self-esteem at 
various points throughout the treatment while others reported no change 
in their self-perceptions (see Tables 14-18).   
 Common patterns of expression appeared to be observable where 
subjects described their feelings surrounding the 'self' in relation to 
current life events that they were experiencing and the impact that these 
events were having on their self-esteem.  Several subjects related the 
personal discoveries which they were making about their own self 
representation to their experience of the GAIT program.   
 
 
  DISCUSSION     126 
5.2.1  GAIT Effects on Very Low Pre-Test S.E.I. Score 
  Subjects  
 
 Results of the pre-test S.E.I. found that 11 subjects scored in the 
low self-esteem category (see Table 10).  Of these subjects, 9 were 
female and 2 male.  Several students in this group were identified as very 
low self-esteem based on an S.E.I. score of 60 or below (see Table 11).  
Of the 7 subjects identified in this category, 6 were female and 1 male. 
 No major changes in post-test S.E.I. scores were recorded in this 
cohort, however qualitative data suggested that several subjects self 
perceptions were impacted upon as a result of the treatment.  
 Margy, a Sport Science student, recorded an increase on the S.E.I. 
of 4 points from 56 to 60.  This score meant she remained in the very low 
self-esteem category throughout the treatment, however, as she expresses 
in her journal, her own perceptions of her self-esteem level had 
apparently changed: 
   
 "During the de-brief, I was surprised at how good I felt about 
 myself and  about the group for really committing to succeed and 
 coming together to complete what was a challenging task." 
 
 Margy used the S.E.Q. as an opportunity to elaborate on her 
feelings: 
  
 "At this point I feel good.  I achieved what I came to do and I didn't 
 back  down.  I feel I could challenge myself further...I am feeling 
 fairly confident and pleased with myself.  I think the people 
 around me do too..." 
 
 Although Margy described her feelings of increased self-regard, 
she continued to appear quiet and withdrawn throughout the treatment 
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period, her self descriptions being expressed positively, but lacking 
conviction. This observation was reinforced when her course co-
ordinator, Peter, described her in the B.R.F. as:  
 
 "Anxious to do well but unsure of herself." 
  
 Peter suggested that Margy was seldom comfortable in unfamiliar 
surroundings and hesitant to express her opinion and feelings.  The latter 
observation being confirmed by peers in her group: 
 
 "(Margy) said that she didn't really have anything to say so she 
 didn't say anything but I suspect she was just pissed-off with the 
 whole situation and didn't really want to be there."  (Natalie) 
  
 She also appeared to find it difficult to accept criticism from staff 
and peers.  Her moods and mood swings were often quite easily 
observable and she tended to be somewhat withdrawn from the group and 
sullen for much of her interaction time throughout the initial tasks, all 
observable behaviours indicative of low self-esteem levels (Campbell and 
Lavalee, 1993) and a self-protective presentational strategy (Baumeister 
et al., 1989).  Kernis et al. (1992) discusses the behavioural responses of 
low self-esteem subjects to perceived failure situations.  There appears to 
be a greater negative effect and tendency to perform less well on 
subsequent tasks with an associated lowering of motivation when 
subjects perceive themselves as failing a task.  The GAIT program 
focussed on the process of interaction between individuals and the group 
in which they were participating rather than the achievement of the final 
goal or the completion of the task.  At times, groups failed to complete 
the task but were very successful in there efforts to communicate openly 
or identify areas of concern in the group.  Although this was continually 
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emphasised as the primary objective, Margy, along with several other low 
self-esteem subjects, struggled with the paradigm shift from perceived 
failure to viewing the incomplete (as opposed to failed) outcome and 
experience as an opportunity for learning and development.  This was 
clearly expressed by Margy in her journal: 
  
 
 "Chris tried to tell us that this was a learning opportunity rather 
 than a failure...To be honest, it still felt like we failed in a 
 major way." 
  
 Although this was the pattern of Margy's participation early in the 
treatment period, when asked to draw a graph representing her self-
esteem level throughout the course, Margy reported a steady increase 
during the 15 week period from a low level to an upper medium level 
(see Table 17).  Her behaviour patterns tended to reflect this perceived 
increase with Margy conversing and interacting with the group on a 
slightly more personal and open basis towards the completion of the 
treatment.  Although Margy's S.E.I. score increased minimally, her 
perceived increase in self-esteem, expressed in the qualitative data,  
appeared to be considerably greater. 
 Similar observations were made of Amanda. An outwardly 
withdrawn and sullen student, her responses to feedback from her peers 
throughout the course often appeared defensive and closed.  Michael, a 
lecturer, described her on the B.R.F. as:  
 
 "capable, but doesn't appear to be enjoying her studies."   
 
 Amanda scored a particularly low post-test S.E.I. score of 48 after 
a pre-test score of  52 and verbalises this low self-regard at a number of 
points throughout her journal: 
  DISCUSSION     129 
 "...I felt quite a fool.  I don't know why I put forward my ideas, it 
 seems I'm always making a fool of myself." 
 
 "In the discussion today I mentioned my frustration that occurred 
 from people  not accepting or not being willing to listen to my idea.  
 I felt to begin with that  they were negative straight away, without 
 giving me a fair chance of explaining my idea.  This happens to  me 
 a lot in my personal life, as when I suggest something people 
 will say 'No, that's no good', and then a few minutes later another 
 person will say the same idea and everyone thinks it's a great idea.  
 I don't really know how to overcome this problem, it may be that I 
 cannot explain ideas well enough, but  usually people butt in 
 before I get a chance to finish. I find  this very frustrating, 
 and often feel as if people think that I  don't  know anything or I 
 don't know what I'm talking about.  I  guess  I feel stupid or not 
 worth listening to..." 
  
 And in the following weeks journal entry: 
 
 "Once again I felt annoyed, and as if my suggestions meant little to 
 the group, as when someone else suggested the same idea they 
 thought it was a good idea, but not when I suggested it.  After 
 this I felt I had little input into the group and felt this set me 
 back once again by lowering my self-esteem." 
 
 This was despite the positive and supportive affirmations of 
Amanda's value and contribution to the group, expressed to her during the 
debrief sessions by her peers.  These interactions and reinforcements 
were often noted by other group members in their journal entries: 
 
 "Amanda indicated in the debrief that she felt she did not have 
 much of a role.  Although this is how Amanda felt, I believe that 
 she had a very important role in the group...I think this will 
 give Amanda a good feeling having succeeded and hopefully the 
 positive feeling will be displayed by Amanda in future group 
 work."  (Carol) 
 
 "Amanda had felt that no one was interested in further discussion 
 or testing of  her ideas, whereas Clare and Carol had felt otherwise 
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 (but) it was Amanda's body language which stopped the 
 discussion."  (Julie) 
 
 There appeared to be a distortion between the perception that other 
subjects had of Amanda and the way in which Amanda perceived her 
own outward presentation to her peers.  Apparently, the group members 
thought far more highly of Amanda's contributions and value as a group 
member than she did herself.  Similar observations were made by 
Campbell and Fehr (1990) in a study examining the impact of low self-
esteem on perceptions of conveyed impressions.  There appeared to be a 
generalised tendency for low self-esteem subjects to de-value their 
successes and strengths in an effort to reinforce their established beliefs 
of their own perceived inadequacy and poor self-concept (Johnson, 
1993).  Although this was apparently the case, Amanda's self-esteem 
graph indicated that the process of re-structuring her self-concept and 
associated esteem had begun during the treatment with a subtle upward 
trend in her graph (see Table 18). 
 The fluctuating nature of self-esteem and transient perceptions of 
self, common to low self-esteem individuals, were apparent in Amanda's 
closing comments in the S.E.Q.  When asked, 'How do I feel about 
myself at this point in my life?' Amanda responded: 
 
 "I feel good about myself, but I think I could have worked harder. I 
 am happy in my relationship..." 
  
 When then asked to respond to the question, 'How would I really 
like to feel about myself?', she responded: 
 
 "I would really like people to feel happy with me, and that I have 
 something to offer to them or the group. I would like to be happy 
 and content in my life." 
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And then in her journal: 
 
 "In my personal relationship with my partner, I find that I sacrifice 
 a lot and he does less so. Compromise is necessary in any 
 relationship, but it should be equal allowing each party to have 
 their own way or do something that they want to do 
 sometimes." 
 
 The T.S.T. offered insight into Amanda's self-concept describing 
herself as:  
  
  
 "A stress head, often confused, obsessed with trying to be perfect 
 and not a very confident person."  
  
 Several discrepancies between others' conceptions of Amanda and 
her own feelings about her self appeared to become apparent, for 
example; Amanda described herself as 'very tall' whereas her height was 
approximately 170cm, well within a 'normal' height range (Gore and 
Edwards, 1992).  "Very open" and "a good communicator" were two 
areas in which Amanda suggested she excelled whereas, based on 
observations of her behaviours in the treatment, and feedback from her 
group, Amanda rarely communicated her feelings and ideas clearly in 
group tasks and was defensive of possible suggestions that her behaviours 
were, at times, perceived by others as being  ineffective.  When peers 
complimented Amanda on her efforts and drew attention to her positive 
attributes, she tended to de-value or ignore them.  These defensive 
responses to feedback from others, exhibited by low self-esteem 
individuals were reported by Harvey and Kelley (1957) and subsequently 
supported in several studies (Sanford and Donovan, 1993 et al.).  
 Blaine and Crocker (1993) described a link between the 
individual's self-concept and self-esteem and the impact of evaluative 
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feedback from others.  In Amanda's case, there appeared to be a 
discrepancy between her self-concept and the concept others in her group 
had developed and expressed to her.  It is apparent that low self-esteem 
trait subjects tend to change their self-conceptions in a self-deprecating 
direction following negative feedback.  At several points throughout the 
group tasks, peer feedback directed to Amanda suggested that her clarity 
of communication was sometimes 'clouded'.  As Amanda's self-concept 
defined her as a  'good communicator', a discrepancy became apparent 
and self-deprecation, followed by an associated lowering of self-esteem, 
may have occurred.  
 Carol recorded the lowest pre-treatment self-esteem score in the 
subject set.  Her self descriptions on the T.S.T. included: 
  
  
 "easily stressed, moody, judgemental, a leader, a perfectionist and 
 a loner." 
 
 and she was described by her co-ordinator Michael on the B.R.F. 
as being: 
 
 
 "A quiet student - almost unnoticed - seems to have lacked 
 direction throughout the course - not well known."  
 
 and who seldom showed a sense of self-esteem. 
 Like Julie, Carol clearly expressed a discrepancy between her 
current behaviour pattern and the behaviours which were desirable to her: 
  
 
 "I am the kind of person who finds it very difficult to approach 
 people who I am not familiar with (I think that this is due to an 
 apparent lack of self-confidence in this area) and therefore 
 this task was a challenge in itself.  For me it was a 'stretch'...this 
 behaviour happens regularly and this is not  something I am proud 
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 of but I see it as a challenge...In my 'comfort zone' I appear to be 
 very self-confident (as I have been told during the debriefs), 
 however this exercise pointed out that I am very threatened by 
 having to go beyond this comfort zone." 
 
 Feelings describing a need for increased personal confidence about 
her appearance echoed those of many low self-esteem subjects and her 
need for acceptance was also of primary concern, a need which brought 
Carol and Julie closer together as the treatment developed.  Comments on 
the S.E.Q. left little doubt as to the perceived value of the treatment: 
  
 
 "I just think that it gave me the opportunity to take a good hard 
 look at myself and work out what I can do personally to be a better 
 person and  group member... it is interesting to note the different 
 perceptions that other people have of you. Perceptions can have a 
 marked bearing on the amount of self-esteem a person has." 
  
 Linda, another subject identified in the very low self-esteem 
category, scored 52 on the pre-test and 48 on the post treatment S.E.I. 
Linda's T.S.T. responses reflected her understanding and conception of 
certain behavioural traits clearly: 
  
 
 "I am shy, I am insecure, I am stressful, I am unassertive." 
 
 Linda reaffirmed these feelings throughout her journal: 
  
 
 "I had an idea of how we could attack the task, but was a little 
 hesitant in speaking up as I am not a very confident person." 
 
 There appeared to be a firmly anchored low level of self-esteem  
associated directly with Linda's perception of her behavioural traits.  The 
nature of the GAIT program meant that constant interaction and group 
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communication were integral parts of the experience.  Consistent 
feedback from the remaining members of the group describing and 
addressing Linda's observed behaviours, may have served to reinforce the 
perceptions and beliefs which Linda held about herself, her self-concept 
and hence her self-esteem (Blaine and Crocker, 1993).  
 The feelings which were expressed by other subjects in the 
experimental group describing the open and supportive environment 
which was created during the treatment, were not reported by Linda.  A 
perceptual lack of support from group members may have led to an 
unwillingness to attempt more assertive and perceptually 'uncomfortable' 
behaviours. 
 Linda's treatment group found open communication between its 
members somewhat difficult during the first part of the treatment as 
evidenced by the journal extracts from several group members: 
  
 
 "But upon watching the video, there were huge patches where 
some  of the  group members were off task and so it occurred to me how 
 bad we really are."   
 "Upon entry into the palaestra, it seemed as if nothing was 
 different.  Both course groups formed into their own sub-group 
 and did not interact with each other." (James) 
 
 "I came to the session with a positive and confident approach.  For 
 once I was actually looking forward to Group Dynamics." 
 (Katrina) 
 
 However, relationships and interaction appeared to improve as the 
treatment progressed: 
  
 "I feel that we have developed so much over the last couple of 
 tasks.  I feel  really happy about my attitude with this group. 
 (Katrina) 
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 "Generally the groups performance this week was much improved, 
 more so a complete turnaround, to previous weeks.  I thought the 
 group interacted very well and were very efficient." (James) 
  
 Linda was observed by her lecturer, Michelle, as being generally 
quiet and self-assured.  Although Linda's open interaction with other 
group members was far from conspicuous, there were several situations 
throughout the treatment period where she assumed leadership and 
organisational roles within the task and communicated clearly and 
assertively with the other subjects in her treatment group.   
 Linda's journal entries, however, revealed feelings of doubt and 
uncertainty which appeared as a common thread linking many of the 
subjects identified in the very low and low self-esteem categories: 
  
 
 "I feel a bit insecure as to what I will be doing next year.  A bit 
 confused and I feel doubt and uncertainty about where my life  is 
 heading.  I feel quite stressed and I get upset easily." 
 
 "I would like to feel happy, secure and independent." 
 
 Sanford and Martin (1990) bring light to this apparent consistency.  
Self-concept dislocation occurs when an individual, as a result of a major 
change in their life, is forced to change the way that they look at 
themselves, that is, their self-concept.  As a result of this change: 
  
 "If a woman's global esteem has been high, the low self-esteem 
 brought on by self-concept dislocation will probably be temporary.  
 But a woman with a history of low self-esteem will have greater 
 difficulty adjusting too change" (p.17). 
 Consequently, 
  
 "Anytime a woman makes a major change in life, whether by 
 getting married, going back to school, having a baby or changing 
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 jobs - her concept of herself will be forced to change and she may 
 have difficulty adjusting to the new image she has of herself" 
 (p.18). 
 
 The subjects involved in this study were all completing their final 
semester of their respective undergraduate courses.  Employment 
prospects for these graduates were far from encouraging and the 
uncertainty and insecurity associated with a major life change (ie: leaving 
university, leaving home for the first time and beginning a career) were of 
major concern. 
 Adele's self-esteem score on the S.E.I. remained constant at 60 as 
did James' score at 56 pre-test to post-test.  Both Adele and James shared 
the same treatment group together and interacted with each other 
throughout the treatment period in all of the GAITs.  Their patterns of 
interaction with other members of the group were obviously 'uneasy' and 
both Adele and James both expressed the difficulty that they had in 
communicating openly and freely with other members of the group who 
they had known only for a short period of time. 
 Adele, although outwardly happy, well adjusted and well liked by 
her friends, expressed her internal dilemma in which an ongoing self-
concept dislocation was apparent: 
  
 "I don't feel very good about myself at this point in my life, I'm 
 finding it hard to understand myself, I feel lonely and upset 
 most of the time." 
 
 There appeared to be an apparent similarity between the feelings 
that Adele believed others had of her, and the feelings she desired others 
to have of her.  When asked, "How do other people in my life feel about 
me?", Adele responded by saying: 
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 "They like me, they feel that I am trustworthy, reliable, fun and 
 good  company." 
 
 This expression appeared to be in line with statements she 
expressed about her self-concept  in the T.S.T: 
  
 "Trustworthy person, Someone to rely on, a person with a good 
 sense of humour and a good friend." 
 
 These traits were also observed and supported by her course co-
ordinator, Michelle, suggesting that she appeared to be well liked by her 
peers, interacted with lecturers openly and honestly and reflected a high 
level of self-regard.  In a similar situation to that of Julie's, there appeared 
to be a cognitive process in operation which was incongruent with the 
behavioural pattern being demonstrated by Adelle.  Although no direct 
reference was made to the process of internal questioning and redefining 
of the self, an apparent pattern appears to emerge from observations and 
expressions made by other subjects.  The possibility of a lowered self-
esteem level due to self-concept dislocation could be proposed as a 
possible explanation. 
 James, the only male in the treatment identified in the very low was 
described by Peter, his course co-ordinator as: 
  
 "A complex character.  I think he has potential, but I'm not sure if 
 he'll realise  this.  He likes to be 'one of the gang' - anti-
 establishment? Intelligent." 
  
 Peter continued his evaluation through the structured section of the 
B.R.F., responding to the question, 'Does this student show confidence 
and assurance in his/her actions toward his/her lecturers and peers.' with a 
decisive 'always'.  Outwardly, James appeared to be a confident and 
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highly reflective person.  Although quiet at times, he contributed to the 
group with increasing fervour as the treatment progressed.   
 The T.S.T. revealed several self-perceptions which both supported 
and contradicted the observations made by others: 
  
 "...someone who wants to be different, not self-confident, Dr. Jekyll 
 and Mr. Hyde, yearning for something, sad, angry, unsatisfied." 
  
 James also used the T.S.T. to express his self-concept dislocation 
and confusion contributing to his low self-esteem: 
  
 
 "someone who doesn't care what others think of me, someone who 
 cares what others think of me, trying to find 'me', trying to be 'me'. 
 
 James, in his journal entries, alluded to feelings which may have 
contributed, in part, to his low pre-treatment self-esteem score of 56 on 
the S.E.I.  These feelings were momentarily revisited during participation 
in the 'Spider's Web' GAIT: 
  
 
 "When my turn arrived to go through the web, I was getting 
bagged  (ridiculed) about how heavy I was and how I wouldn't make 
it  through.  This didn't bother me, but as I have learnt (through 
 this course), there is always some truth in every joke.  This 
 used to be the truth as I used to be big - as in fat - but now I 
 have shed that fat, now I am just big, but I still get bagged for 
 being fat.  So really I should be upset because I get bagged for 
 something I  used to be." 
 
 Body image and appearance have been reported as being major 
contributors to the construct of global self-esteem (Wilson and Wilson, 
1976; Aldridge and Clayton, 1990).  Harter (1993) articulates the 
relationship between global self-esteem and appearance clearly: 
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 "In study after study, at any developmental level my colleagues and 
 I have examined, including older children, adolescents, college 
 students, and adults, we have repeatedly discovered that self-
 evaluations in the domain of the physical appearance are 
 inextricably linked to global self-esteem.  The correlations between 
 perceived appearance and self-esteem are staggeringly high and 
 robust across the lifespan..."  (p.95) 
 
 James' experience of being ridiculed because of his weight may, if 
his appearance was an integral and major source of self-esteem, have 
significantly impacted on his self-perceptions.   
 Although this experience, being sufficiently memorable as to 
warrant mention in the journal, had obvious repercussions on James' level 
of self-esteem. There were, however, several similarly memorable 
occasions throughout the treatment which evoked positive self-images: 
  
 "...my opinion was listened to, analysed and then given new 
 direction.  I was happy with this because the new direction was 
 obviously easier for all to complete successfully and at least my 
 idea was given some thought and not  just thrown on the  scrap 
 heap.  This sort of group effectiveness kept my spirits raised 
 and didn't give me the red light to offer more suggestions." 
 
 "A gesture I made to a member of the primary course was brought 
 up in the debrief as being a bright spot even though I thought 
 nothing of it at the time;  this made me feel good." 
 
  
 And perhaps most remarkably: 
 
  
 "Just at this moment I have realised that I have grown as a person 
 and that one can only get out of life what they put into it." 
 
 James' experience of the program impacted directly upon his 
behavioural choices.  He attempted new behaviours which were outside 
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of his established behaviour patterns and expressed  feelings of worth and 
growth following his attempts to implement these new behaviours. 
  In his final S.E.Q. comments, James clearly expresses his feelings 
surrounding the complex and dynamic stage of self development in which 
he found himself, and the common feeling reported by all of the very low 
self-esteem group: 
  
  
 "I'd like to feel more confident and happy - I'm searching for who I 
 am." 
 
 The six students identified in the very low self-esteem group all 
reported a perceptual increase in self-esteem on the qualitative analysis 
during the treatment period (see Table 18), however all six students 
remained in the very low category.  All of these students reported feelings 
of insecurity and uncertainty surrounding their future and this appeared to 
be a commonality shared by this sub-group.  In addition to the apparent 
disruption to the self-concept brought about by these major life changes, 
there appeared to be  a unique, and  highly individual aspect to each of 
the subjects self-constructs which revealed a discrepancy between the 
behaviour or trait being exhibited and their desired behaviours.   
 The GAIT program appeared to influence this subgroup in several 
ways.  Firstly, the tasks provided subjects with an open and accepting 
environment in which they were 'safe' to attempt new behaviours and 
express their feelings openly, free from judgement.  The nature of the 
group tasks and group debriefing meant that a number of different 
perceptions of an individual's behaviours were examined and fed back to 
the subject.  This opportunity, for several subjects, helped not only to 
clarify their self-concept, but to view both their desired and less desired 
traits in a more positive and balanced light.  This led to a perceptual 
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increase in self-esteem, as reported on the S.E.Q., but which, because of 
the size of the change or the sensitivity of the instrument, failed to 
register as an increase in S.E.I. score.  In a sense, there appeared to be an 
acceptance of the self 'for what it was'.  The realisation of  strengths and 
opportunities in their own 'self', their behavioural and perceptual 
development and the motivation and communication skills to continue 
their development appeared as the main outcomes.   
 These changes (particularly on the S.E.I.), although observable, 
were far from significant, and to claim that subjects experienced any 
major development of self-esteem in would be a misinterpretation.  
Indeed, any reported increases in self-esteem by subjects throughout the 
course may simply have reflected the transient fluctuations in self-esteem 
reported by O'Malley and Bachman (1983).   
 A common trait observed and shared by subjects in the very low 
group was an apparent resistance to openly involve themselves in the 
communication process and participation within the group.  There 
appeared to be, in all cases where subjects scored very low on the pre-test 
S.E.I., an unwillingness to attempt new or unfamiliar behaviours in the 
GAIT classes.  Baumeister, Tice and Hutton (1989) proposed that 
subjects scoring low on self-esteem scales may reflect an evasiveness and 
hesitancy to personally disclose feeling and perceptions about their 'self'.  
Behaviourally, this cohort demonstrated this reluctance to communicate 
on a personal or intimate level and hence, the opportunity to attempt any 
behavioural changes or to address ones prejudices or pre-conceptions in a 
safe and supportive environment, were lost.     
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5.2.2  GAIT Effects on Pre-Test Low Self-Esteem Subjects 
 
 The four remaining subjects identified as low self-esteem (<65 on 
S.E.I.) appeared to respond somewhat differently to the GAIT treatment 
than the very low subjects.  Of the four subjects in the 'low' cohort (3 
female, 1 male), one subject remained in the low category with no change 
in score from the pre-test to the post-test, while the remaining three 
subjects all recorded increases of between 12 and 20 points on the S.E.I.  
 The quantitative data gathered from this cohort suggested self-
esteem levels were impacted markedly as a result of the treatment.  From 
the 5 subjects in this sub-group, 3 recorded substantial gains in S.E.I. 
score and 1 remained stable while 1 subject, Julie, recorded a decrease in 
S.E.I. score of 24, requiring further contemplative examination.   
 Julie was an exceptionally quiet student who spent the first part of 
the treatment withdrawn from any group discussion, participation or 
interaction and was extremely hesitant of any interpersonal 
communication with other members of the group.  Julie recorded a 
decrease in self-esteem score from 64 for the pre-test to 40 post-test, 
placing her well inside the very low self-esteem category.  This low self-
esteem was again referred to throughout her journal, however in Julie's 
case, there was evidence of a more acute awareness of the discrepancy 
which existed between her demonstrated and desirable behaviours: 
  
 "Throughout this task, I saw myself as both accommodating and 
 avoiding at  various times...I realise that more than often these two 
 areas/behaviours result in low self-satisfaction and self-respect, 
 so I need to work towards being more  collaborative. I believe I will 
 always practice accommodation." 
 
  
 "...when verbal and non-verbal messages are not clear to 
 receivers, they tend to interpret the non-verbal message (body 
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 language) which is taken in the  negative sense.  I believe this is 
 one of my main problems, as I am mostly a  non-verbal 
 communicator...I'm not sure if they know how to take me, therefore 
 I need to work on my clarity of verbal communication. Like my 
 partner says, I have to start trusting people." 
 
 Chris, a treatment lecturer, made an observation of this 'closed' 
body language during the treatment period and communicated this to 
Julie at one point.  Julie's response to this observation supported the 
possibility that this was a negatively valued aspect of her self-construct:  
  
 "I didn't appreciate Chris' reaction to my reply about Group 
 Dynamics in the first session. Just because my legs are crossed 
 and arms are folded doesn't mean I'm not interested. Maybe I'm 
 just cold!" 
 
 Although a valid possibility, further journal entries appeared to 
support, rather than discount, the validity of the lecturers implication:  
 
 "I was about to encounter a most humiliating experience, 'Whats 
 new!' Face to face with another student, I thought, "Yes!" I 
 have a partner.  He looked me in the eyes then did the quickest 
 one eighty turn and disappeared into the crowd...Just when I 
 feel confident, excited and on top of things, I'm hit with Group 
 Dynamics,  'This is going to get better' I tell myself." 
 
 "I am in a group with 2 other females. I'm uncomfortable but a job 
 has to be done. It will be alright. Then one female swaps with a 
 male in the same course. I nominate to record, just as well, 
 they're not going to listen to my answer anyway!" 
  
 There was an apparent defensiveness on the part of Julie to interact 
with most of the members of the group in which she found herself,  a 
behaviour observable by other members in her group: 
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 "I think that Julie would get a lot more satisfaction, and feel more 
 the part if  she was more 'forward'.  She does not necessarily 
 have to do this for  acceptance...but I think she should  do it to 
 boost her self-esteem."  (Carol) 
 
 Although these behaviours were commonly observable, there 
appeared to be a simultaneous development of a closer, more trusting and 
supportive relationship occurring which was inconsistent with these 
behaviours: 
  
 "I felt I could 'stretch' myself as I had the support of my team mates 
 who were willing to give me a go." 
 
 "I was nervous, but when I realised that people really were 
 listening, I felt proud of my ideas and contributions."  
 
 One important physical attribute which Julie possessed, a trait 
which was perhaps less highly valued by others in her group, was her 
genetic make-up.  Julie was a 'Nunga', an indigenous (Aboriginal) person 
from the Southern Nations of South Australia. 
 The importance of Julie's cultural background to the formation of 
her self-concept and identity was revealed in her responses to the T.S.T: 
  
 "I am proud, Aboriginal, black, a woman, an Arunda woman, a 
 great role model, a survivor, proud of who I am, a family person 
 attached to my culture, part of a minority." 
  
 Dudgeon et al. (1990)  clearly express their understanding of the 
relationship between self-esteem and Nunga people: 
  
 "It is our contention that self-esteem theories and their associated 
 education programs are inadequate as a way forward for 
 Australian Aboriginal students" (p.71). 
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 They suggest that, due primarily to the divergent cultural structures 
of Aboriginal and Western (Goonya) society, there may be very different 
dimensions to the self-construct and esteem of Nunga people.  
Traditionally the individual and his/her personal rights have been a focus 
of Goonya culture.  A belief in the value and development of 
individualism has been closely associated with this. On the contrary: 
 
 "In traditional Aboriginal society, individual independence was 
 played down and undervalued because group cooperation was an 
 economic necessity...thus, not only is the consciousness of self and 
 ones feelings not highly differentiated from the consciousness of 
 the group, but there is, overall, little motivation to make it so. 
 The press is not towards individuation, but towards solidarity 
 and oneness. The idea of focussing on one's own feelings and 
 concerns can even be something of a taboo, against the 
 prevailing cultural ethics and morality which emphasise the 
 survival and well-being of the group" (p.78). 
  
 There appears to be a fundamental difference in the construct of 
self-esteem for indigenous Australians as opposed to European 
Australians.  Indeed, it may be more appropriate to refer to the self-
esteem reported by Julie as a reflection of social-esteem experienced by 
Nungas in general in South Australian society.  This alternate hypothesis 
of the source of self-esteem was first proposed by Ziller et al. (1969): 
 
 "The meaning of social self-esteem as it evolves against the 
 background of its social correlates suggests social acceptance or 
 perhaps self-other confidence.  The individual who is assured of 
 his high self-evaluation within a social context is more accepted by 
 others.  As stated at the outset, self-acceptance and social 
 acceptance are intrinsically interdependent" (p. 93). 
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 Further, significant others have been identified as key sources in 
the development of the individuals self-concept.  Labenne and Greene 
(1969) define these as:  
  
 "The people who most intimately administer the 'rewards' and 
 'punishments' in a persons life" (p.14). 
 
 It may be proposed, then, that Goonya culture has played a 
significant part in the formation and development of the Nunga 
self/social-esteem.  If this is the case, it is possible that the self-concept 
which Goonya culture has helped to facilitate in Nunga people is 
reflected in the words of Ken Hampton: 
  
 "Since people from another country settled in our land, they have 
 made and implemented many laws and policies new for our people. 
 It would be pleasing to say that this has been done to assure us 
 Nungas of our rights. But unfortunately, six generations since our 
 lands were first coveted and taken, we Nungas are asking, 'How 
 much have we retained within ourselves?'  
 We did not lose our identity, it was taken from us when our 
 environment in all its depths and subtleties was taken from us. 
 How long will segregation last? Within this state there are many 
 Goonyas who in their attitude maintain two distinct societies - 
 superior Goonya and inferior Nunga. Goonyas have always kept 
us  apart by their thinking, defining and stereotyping us so that 
 through their eyes we have never been their material, social or 
 intellectual equals...We knew about body language long before 
 Goonyas had recognised it existed. We can feel it when we go into 
 a shop or cafe, in the way they speak to the customer before us and 
 after us, their facial expression, their language, the tone of their 
 voice" (Hampton, 1988, p.306).  
 
 and reinforced in Julie's descriptions of her own self-esteem. 
 In addition to this apparent cultural constraint on Julie's self-esteem 
development, the turmoil and uncertainty associated with completing 
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University and embarking on a new phase of life were also of primary 
concern: 
  
 "At the moment I seem to be thinking ahead with concerns about 
 moving home to Alice Springs. It makes me anxious and I 
 become frustrated as I have to  finish assignments before I can 
 realistically think about moving." 
 
 "I want others to respect me for who I am as a person first, not by 
 other  physical attributes." 
 
 Although, these powerful social and developmental impacts were 
causing an element of personal doubt and the associated feelings of 
frustration about Julie's self-esteem, her journal comments suggested 
more positive feelings regarding her self-image than those implied by the 
S.E.I: 
  
 "I feel proud of who I am, where I come from and where I'm going. 
 I am an honest person who will be a great teacher and role 
 model. I am friendly and  happy. At this point I feel strong and 
 proud of mine and my friends achievements... " 
 
 "I realised during our debriefing that I was able to take on the role 
 of leader and that I should work towards achieving this in the 
 near future." 
 
 "It's great to be in groups where people give and take." 
 
 "I thought (Group Dynamics in Action) was an excellent course." 
 
 Although Julie recorded a marked decrease in global self-esteem 
score on the S.E.I., her adventure learning experience appeared to clarify 
her understanding of her 'self' and provide a focus for future development 
and this resulted in feelings of increased self-worth (see Table 17).  The 
experience, although initially reinforcing her established beliefs regarding 
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racial acceptance, appeared to confront these ideas as the treatment 
progressed and relationships developed: 
  
 
 "It's easy in theory, but in practice, it's very hard to change your 
 behaviour, especially around strangers.  In reality though you 
 don't usually have 14 weeks to get used to people and make 
 them see you for what you really are!" 
 
 Pauline recorded no change in her S.E.I. score as a result of the 
treatment, however her score of 64 was the highest in the low category 
and only 1 point from the moderate category.  As was common amongst 
the low self-esteem subjects in the treatment group, Pauline made specific 
mention of the uncertainty and confusion surrounding her future direction 
once completing her degree.  Evidence of these feelings were apparent in 
both the T.S.T. and S.E.Q.   
 Although illustrating several perceived fluctuations in her self-
esteem level on the S.E.Q., Pauline appeared to contribute and interact 
with the group consistently and effectively throughout the treatment and 
outwardly exhibited confidence and assertiveness in her behaviours. 
 The remaining three subjects in the low self-esteem category 
appeared to respond to the treatment in a somewhat more dramatic 
fashion.  Both Daryl and Kerry both recorded increases of 12 points on 
the S.E.I. from 64 on the pre-test to 76 on the post-test (see Table 11) and 
all indicated increased feelings of self-esteem on the self-esteem graph 
(see Table 17). 
 Daryl, expressed increased feelings of self-worth throughout the 
journal along with a sense of increased self-esteem on the S.E.Q.  A 
highly motivated and task driven individual, Daryl was often at the centre 
of the tasks which required 'hands on' activity and organisation.  These 
behaviours were consistent with Daryl's responses on the T.S.T.,  
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describing himself as: 
  
  
 "career orientated, a perfectionist, business like, self-sufficient, 
 good  orientation and focussed." 
 
 Kerry reported similar feelings of intense 'task' oriented motivation 
and a desire to improve as a person throughout the treatment period.  
Kerry also reported an increased sense of self-esteem on the S.E.Q. and 
both subjects expressed an openness and firm commitment to learning 
and the ongoing development of their communication, personal and 
behavioural skills. 
 Sue registered the largest increase in S.E.I. score of the subjects in 
the Low self-esteem group, gaining 20 points on the post-test and 
supported this increase in her S.E.Q. graph (see Table 17).  Although 
expressing the widespread feelings of uncertainty about the future, Sue 
appeared to participate in the GAITs by attempting new behaviours and 
addressing issues which she perceived as impacting on her self-esteem.  
Sue expressed her initial hesitancy when faced with the interpersonal 
interaction format of the GAIT program: 
  
 
 "I like to consider myself to be a friendly and outgoing person, but 
 our initial seminar activities scared me." 
  
 Sue described in her journal a contributing factor of her initial self-
esteem level and expressed the value of the Model of Responsible Action 
(see Appendix O) in changing her behavioural responses to situations: 
  
 
 "The Model of Responsible Action was one which was personally 
 interesting  and very challenging.  I could easily link the model to 
 my life and use it to see  how I've responded to situations in 
 different ways. 
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 I linked the model to a personal experience of rape I went through 
 during my  2nd (previous) year of University.  At the time, I was 
 responding very much as the 'victim' as I felt I had lack of 
 control and continually tried to deny what had happened and my 
 responsibility.  While I couldn't control what had happened, I 
 could control my response, and it wasn't until I realised this that I 
 could overcome the experience." 
 
 An observable pattern appeared to emerge from the self 
descriptions, observations of behaviour and reflections contained in the 
subjects' journals.  The GAIT program focussed on group interaction and 
communication while completing a set task.  Following this experience, 
subjects were involved in the de-brief with a specific focus on behaviours 
in relation to group effectiveness and the Model of Responsible Action 
(Kemp and Piltz, In Press).  The subjects who were receptive to 
behavioural feedback from the remaining group members and who were 
personally committed to attempting new behaviours in the tasks, 
appeared to experience the greatest gains in self-esteem.  A common 
feeling which all very low self-esteem subjects reported was a 
discrepancy between their own self-concept, that is, their beliefs about 
strengths and weaknesses that they possessed, and the external perception 
that others in their treatment group conveyed to them during the 
debriefing of the tasks.  Kernis (1993) provides an explanation for this 
behavioural observation by examining the issue of self-esteem stability in 
relation to responses to evaluative feedback.  Low self-esteem individuals 
who remain stable at a low level appear to respond to evaluative feedback 
from others with little attempt to either 'soften the blow' of negative 
feedback or to adopt the positive evaluations of self and hence modifying 
self perceptions following positive feedback.  This, therefore, raises 
several concerns as to the value and appropriateness of such a program 
for very low self-esteem subjects. 
  DISCUSSION     151 
5.2.3  GAIT Effects on Medium Pre-Test Self-Esteem   
  Subjects 
 
 Subjects who scored in the medium range on the pre-test S.E.I. 
reported similarly high self-esteem levels on the S.E.Q.  In addition to 
this, most subjects reported a perceptual increase in their level of self-
esteem from their perceived level at the beginning of the course.  There 
were fewer references to the feelings of uncertainty surrounding 
completion of study and more frequent expressions of excitement and 
positive outlook for the new phase of life being entered into.  The major 
increases in S.E.I. scores occurred from subjects with a pre-test score of 
between 68 and 80.  These subjects appeared to quantitatively benefit 
most from the treatment.  Subjects scoring above 80 on the pre-test 
appeared to remain somewhat stable with most recording slight decreases 
in score on the post-test.  
 Clare recorded a post-treatment increase on the S.E.I. of 20 points 
scoring 80 on the pre-test, placing her in the lower sub-group in the 
medium category, and 100 on to post-test. She expressed her feelings of 
high self-esteem associated with this increase in her S.E.Q: 
  
  
 "I feel confident within myself as I have almost finished studying, 
 have many  friends, close family and boyfriend.  I feel that I can 
 do anything I want.   I feel that I am supportive and 
 encouraging and I like myself as a person." 
 
 An insight into the structure of Clare's self-concept is illustrated by 
the areas of her life to which she refers in her self evaluation.  Although 
obviously experiencing (and displaying in her observable behaviours) 
high levels of self-worth, Clare acknowledged areas of her personality 
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which she was still developing, but in which a discrepancy still existed 
between her perceived and ideal self: 
  
 
 "I want people to see me as I am, that is, to know that I am always 
 there as a friend.  One other thing that I want to do is not to 
 judge people quite as much as I do and be prepared to change my 
 perceptions and opinions." 
 
 For Clare, the GAIT program had helped her to identify this issue 
in her life and motivated her to work towards meeting her desired goal in 
this area. This new awareness and motivation may have contributed to 
her perceived increase in self-worth expressed in her self-esteem graph 
on the S.E.Q. (see Table 16).   
 A common theme which appeared in the qualitative data from 
subjects in this cohort was the commitment and openness to critically 
examine their self construct and to implement changes in behaviours 
where appropriate.  Amanda's comments illustrated most 
comprehensively the type of expressions made by subjects in the medium 
category:  
 
 "I decided at the beginning of the course to get as much as 
 'personal growth'  as possible and that was the way I conducted 
 myself throughout.  It was very  helpful in clarifying a number of 
 'fears' and 'issues'' that were effecting my behaviour and I have 
 successfully taken these experiences into my life.  The benefits are 
 good."  
 
These sentiments were reflected by several other subjects;  
 
 "The course  helped me overcome a lot of my fears and value 
 myself even  more.  Great support received from others."  
 (Samantha) 
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 "I feel the course has helped me confirm my perceptions of myself."  
 (William) 
 
And illustrated clearly in the S.E.Q. self-esteem graphs where subjects 
presented their feelings of increased self-esteem (see Table 15). 
 
5.2.4  GAIT Effects on High Pre-Test Self-Esteem   
  Subjects  
  
 Subjects in the High self-esteem group appeared to benefit from 
the treatment in a unique way.  Of the 8 subjects in this cohort,  6 
recorded decreased S.E.I. post-test scores.  Therefore, quantitatively, self-
esteem appeared to decrease in most cases.  Qualitatively, however 
subjects appeared to express their feelings of increased self understanding 
and a more balanced self image.  Apparently, many of these high S.E.I. 
scores were artificially inflated on the pre-test and the treatment provided 
these subjects with a more 'realistic' impression of the self.  
 Robert articulated most succinctly the thoughts and feelings of the 
group in the debrief following the completion of a GAIT session, and 
later in his journal: 
  
 
 "GAITs provide a basis for a more introspective approach about 
 personal behaviour.  This exercise (The Torrens Trauma), by the 
 very fact that it invoked strong emotion and disappointment, 
 provided the opportunity to analyse myself.  This is not to say I 
 will be completely enlightened in 14 weeks, as to challenge 
 strongly ingrained values and previously unanalysed 
 behaviour is confronting and challenging to say the least...I value 
 the fact that  the GAITs can invoke powerful emotional reactions 
 which can be analysed and confronted if the person is ready to do 
 so." 
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 Kevin, the only subject in the treatment group to remain stable at 
100 on the S.E.I., expressed his perception of the value of the experience 
articulately and succinctly: 
 
 "I found the experience to be most challenging...I felt that not only 
 did I grow as a person but as someone who can make a real 
 contribution to future groups."  
  
 Mark expressed his perceptions of the treatments value for 
presenting a more balanced self image, and his comments alluded to the 
apparent discrepancy between his self perceptions and high S.E.I. score 
(100): 
 
 "Again, I guess my initial reaction was due to my lack of self 
 confidence, but at least this time I made an attempt to do 
 something about it. And I tell ya (sic) what, it was a great 
 confidence builder when it actually worked." 
 
 In no other case was this discrepancy between perceived self-
esteem and S.E.I. score more clearly illustrated than in the case of 
Natalie.  She recorded a pre-test S.E.I. score of 96 and fell 28 points, the 
largest decrease in the subject set, to 68.  This artificially inflated self-
esteem level was brought to her attention throughout the treatment and 
articulated clearly by her in the journal. With a major decrease in S.E.I. 
score being reported by both Julie in the low self-esteem group (-24) and 
later by Natalie in the high cohort, the possibility of a gender based 
relationship to self-esteem necessitated a more in depth examination of 
Natalie's treatment experience.   
5.2.5   GAIT Effects and Gender 
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 As we have previously established, analysis of pre-test and post 
test self-esteem results between males and females yielded statistically 
significant differences with female scores significantly lower than males. 
These results support similar findings in previous studies (Skaalvik, 
1986).  An analysis of the changes between pre-test and post-test self-
esteem scores reveals few similarities in the pattern of self-esteem change 
related to gender.  Of the 15 males in the treatment group, 6 recorded 
small increases in self-esteem (< or = 1 SD), 4 recorded no change in 
score and 5 subjects slightly lower scores on the S.E.I.(< 1 SD).  From 
the female cohort of 17 subjects, 5 recorded increases, 3 remained 
constant and 9 recorded decreases in score on the S.E.I.   
 The male cohort recorded far smaller fluctuations in S.E.I. score 
than the female cohort, suggesting that the male population tended to 
display a more stable and higher self-esteem level.  As a comparison, 
male changes in S.E.I. score ranged from +16 to -12 (M = 0.8) whereas 
female score changes ranged from +20 to -28 (M = - 1.9).  These 
fluctuations were evidenced in the post test data where the significance of 
gender differences actually increased on the post-test analysis of S.E.I. 
scores.  In essence, there appeared to be a very slight 'widening of the 
gap' between male and female self-esteem, however, these changes are far 
from conclusive. 
 There appeared to be a pattern whereby a small number of subjects 
tended to have either dramatic increases or dramatic decreases in reported 
self-esteem levels and these fluctuations were more dramatic in the 
female cohort than the male cohort.   
 Kernis (1993) suggested that observation of certain qualities and 
behaviours which are associated with an individuals' stability of self-
esteem may be a more valid indicator of the subjects true sense of self 
worth.  The proposition that unstable high self-esteem subjects are easily 
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threatened by negative feedback and have fragile self-feelings provided a 
possible explanation for the substantial decrease in post-test S.E.I. score 
reported by Natalie. 
 Of all the fluctuations in pre and post-test S.E.I. scores, none was 
as dramatic as the 28 point decrease reported by Natalie.  On the pre-test 
inventory, Natalie scored 96, placing her in the High self-esteem 
category.  Her responses to the T.S.T. were predominantly consensual 
and could be readily verified through her observed behaviours.  Natalie 
appeared an outgoing and friendly student with a wide and supportive 
peer group.  She spoke assertively and confidently when expressing her 
opinions in the debrief phase of the GAITs, and demonstrated a high level 
of congruity between her reported self-concept and self-presentation.  
Natalie used her journal and S.E.Q. to express the internal process which 
was taking place throughout the treatment period: 
 
 
 "It is true that as humans we try to protect other people and stop 
 them from being hurt.  A lot of the time though, it is because we 
 don't want to face the truth ourselves and is nothing to do with  the 
 other person." 
 
 "If people keep asking me if I am alright, or if I need help, then 
 sometimes I  wonder whether they think I can really do it or 
 whether they are questioning my ability.  Or maybe it is me 
 questioning my own ability." 
 
 "I was not that worried (about my mistake) because no one had a 
 'stress' at me.  If they had, I think that I would not have felt that 
 good about going on.  I  think that this is why I feel that it is 
easier  to perform in this group because on the whole everyone is 
very  supportive." 
 
  
 "I think that everyone learnt a lot today and faced up to some 
 feelings which may have been hidden in the past few weeks.  I 
 know that all the time in life I  tend to make excuses for things 
  DISCUSSION     157 
 that I do rather than really facing up to them and doing 
 something about it...I am not too scared by what I have found out 
 and I am going to try and work on some of the problems that I have 
 instead of just ignoring them." 
 
 As was the case with many of the subjects, the impact of 
completing study and moving on to the next, uncertain phase of life was 
impacting considerably on Natalies' feelings of self-esteem: 
  
 "I find it hard to be 100% committed at Uni at the moment because 
 I have no direction in my life.  I don't know what I am doing next 
 year and I don't have a clue what the future holds for me." 
 
 Similarly though, Natalie expressed the value of the experience for 
clarifying areas in her self-concept which she was unhappy with and 
hence identified the need for change and development: 
  
 "I would like to feel more in control and confident and have more 
 direction in  my life...Everything I have suggested previously are 
 problems with me and not other people.  If I want to change, it's 
 got to come from within me, I need to be more proactive and get on 
 with my life and put everything into it.  It's been a  good  course, 
 thanks Chris for your commitment." 
 
 The structure of the GAIT program provided a forum in which 
opportunities for personal growth were identified and a supportive, open 
and 'safe' environment was created to practice and implement these new 
behaviours.  Natalie appeared to identify the areas of concern in her 
personality, but found it difficult to attempt the new behaviours which 
were consistent with her 'ideal' self-image.  It is possible that Natalie's 
self-serving bias (Blaine and Crocker, 1993) had artificially inflated her 
self-esteem level on the pre-test S.E.I.  When confronted with a picture of 
her behaviours' and open feedback from her peers regarding her self 
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presentation, the discrepancy between Natalie's perceived self and ideal 
self became clear.  For Natalie, there appeared to be a 'facing up to the 
truth' associated with her treatment experience.  At various points 
throughout the treatment, she alluded to the possibility that she was 
already acutely aware of the discrepancy between her self presentation 
and ideal self but, at this point in time, had not the commitment, nor the 
desire, to confront this disparity.  This realisation may have left Natalie 
feeling somewhat less than content with here self-image, hence her 
marked decrease in S.E.I. score, however her S.E.Q. graph indicated a 
return to near pre-test levels of self-esteem by the completion of the 
treatment period (see Table 12). 
 
 
 
 
Chapter 6 
 
 
CONCLUSIONS 
 
 
6.1  Findings  
 
 The primary purpose of this study was to examine the contribution 
of an adventure learning program, using Group Adventure Initiative 
Tasks, to the self-esteem of university students enrolled in the 'Group 
Dynamics in Action' unit at the University of South Australia.  To 
evaluate the effects of the independent variable, both quantitative and 
qualitative data was gathered and analysed and from this analysis, several 
conclusions were drawn. 
 
6.1.1  Quantitatively Based Findings 
 
  Research question number 1 questioned whether or not 
participation in an adventure learning class, using Group Adventure 
Initiative Tasks as the teaching medium, contribute to self-esteem in 
university students?  Based on analysis of the quantitative data, the GAIT 
program did not contribute to subjects experience of increased self-
esteem as measured by the S.E.I., with no statistically significant 
difference between pre and post-test scores being recorded. 
 Research question number 2 questioned whether or not there exists  
any difference in the effects of an adventure learning class, using GAITs 
as the teaching medium, between male and female university students?  
Based on analysis of the quantitative data, the GAIT program did not 
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contribute to male and female subjects experience of increased self-
esteem as measured by the S.E.I. with no statistically significant 
differences in male or female pre and post test scores being recorded. 
 The final research question questioned whether or not there is a 
relationship between gender and the initial pre-test self-esteem score and 
the effect of the adventure education class using GAITs? Based on 
analysis of the quantitative data, the GAIT program did not contribute to 
very low, low, moderate or high self-esteem male or female subjects 
experience of increased self-esteem as measured by the S.E.I. with no 
statistically significant differences being recorded by either male or 
female subjects in any of self-esteem level cohorts.  
 Stability in S.E.I. score was apparent throughout the treatment 
group and across cohorts with only 5 of the 32 experimental subjects 
fluctuating greater than one standard deviation between pre-test and post-
test score. Overall, quantitative scores tended to move toward the 
mean, that is, high scores fell slightly and low scores rose minimally. 
 
6.1.2  Qualitatively Based Findings  
 
 Although analysis of the quantitative data yielded no significant 
effect, post-test, on the dependent variable of self-esteem, there appeared 
to be strong qualitative evidence to support improved feelings of self-
worth as a result of the GAIT treatment.  A generalised pattern where 
most treatment subjects recorded little change in their S.E.I. score as a 
result of the treatment was evident. This was, however, in direct contrast 
to subjects self descriptions and observations made by others which 
indicated that generally, increased feelings of self-esteem were 
experienced by the majority of experimental subjects.   
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 Generally, there appeared to be a common pattern of reference to 
decreased feelings of self-esteem and self-confidence being associated 
with the approaching end of university studies and uncertainty 
surrounding the subjects future.  These feelings, although expressed by a 
cross section of the treatment population, appeared to be most intense and 
prominent in the low and very low self-esteem group suggesting that at 
this point of development, security and self-worth were major factors in 
the structure of the global level of self-esteem being reported. 
 The 'ceiling effect' limiting any increase of self-esteem score on the 
S.E.I. by subjects in the high cohort required consideration. However, 
rather than remaining stable at this high level, as may be expected if this 
effect should exist, the majority of high and upper medium level subjects 
recorded decreases in S.E.I. score and reported qualitatively their feelings 
of a more 'realistic' and balanced self image.  Likewise, subjects in the 
low category appeared to also gain a more balanced self perception, 
perhaps acknowledging their positive self traits previously ignored or 
overlooked.   
 Previous research suggesting gender differences in global self-
esteem were supported by the current findings.  Male subjects reported 
significantly higher self-esteem on the S.E.I. than females both pre and 
post-test.  However there appeared to be little support for gender 
differences in the effects of the GAIT program.  Rather than impact 
directly on subjects self-esteem, there appeared to be evidence which 
suggested a clarifying of the self-concept as a result of participation in the 
GAIT program.        
 There appeared to be a pattern resulting from the qualitative data 
analysis where subjects scoring in the low, medium and high categories 
of self-esteem, based on pre-test S.E.I. scores, gained further insight into 
the way in which they presented themselves to others. This knowledge 
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then formed a basis on which to modify their self perceptions and 
consequently, adjustments associated with these new self images were 
reflected in minor self-esteem fluctuations. These realisations appeared to 
contribute to perceptual increases in self-esteem as evidenced by the 
S.E.Q. graphs but which were incongruent with the changes in S.E.I. 
scores. Subjects in the very low self-esteem cohort appeared to benefit 
least from the program although qualitative data consistently suggested  
an overall increase in perceived self-esteem resulting from the GAIT 
treatment.     
 From the remaining self-esteem cohorts, qualitative data revealed 
several perceived benefits of the treatment ranging from major increases 
in feelings of self-esteem and self-worth to increased clarity of the self-
concept and self-presentational style.    
 
6.2  Educational Implications
 
 Many adventure educators have, for some time, purported the value 
of adventure education for developing self-esteem in participants.  The 
ambiguity surrounding the term 'self-esteem' and the lack of objective, 
quantitative and qualitative data analysis have both contributed to 
emotive rhetoric on the virtues and vices of adventure education. 
 The results of the current study have highlighted the need for a 
more cautious and contemplative approach to the investigation of the 
adventure process and its impact on the individual.  Furthermore, the 
focus in this study has been to firstly provide an operational definition of 
self-esteem and then to examine the effects of Group Adventure Initiative 
Tasks on self-esteem development.  The study did not investigate the 
many antecedents and structures of self-esteem, nor did it examine the 
many other aspects of the 'self' which may be impacted upon by the 
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adventure process.  In light of the data gathered pertaining to very low 
self-esteem subjects, GAITs may not be the most desirable form of 
experience, due to the confrontative nature of communication and 
interaction between participants.  Improving the self-esteem of this sub-
group of participants through such an experience should not be presumed, 
as it appears to have been in the past, to be synonymous with adventure 
education.  Indeed, the current study has yielded results which, depending 
on their interpretation, present little empirical support for the value of 
adventure education as a method for increasing subject self-esteem. 
 The key educational consideration that must be made in light of 
these findings is not the intrinsic value inherent in adventure education, 
nor is it the potential for personal growth and development through 
participation in this process.  The qualitative data contained herein 
provides ample support for both of these proposed outcomes.  Rather the 
findings of this study encourage a broader and more inquisitive 
investigation into the educational opportunity which a GAIT program 
presents. 
 It would be unwise, in light of these findings, to structure a 
learning situation specifically designed to enhance global self-esteem, 
around a GAIT adventure learning program.  Conversely, if the objective 
of such a learning program was to bring about greater personal 
awareness, clarity of the self-concept or an opportunity for group based 
counselling  and development, the GAIT program may be highly 
effective.  These are the questions and directions for further research 
which must be considered. 
It would appear from the results that subjects of both sexes experiencing 
generally low to moderate levels of self-esteem are most likely to benefit 
from a GAIT program.  Subjects with chronic very low self-esteem or 
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narcissism may require a more specific therapeutic intervention to 
address this dysfunctional behaviour. 
 
6.3  Limitations and Implications for future research
 
 Several recommendations for further study and research emerge 
from these findings, and casual, subjective observations of the processes 
and interactions between and within subjects during the treatment have 
provided several new possibilities for enquiry.   
 Further studies on the influence of participation in GAITs 
specifically, as opposed to general outdoors based adventure education 
programs should be conducted to determine the value of this form of 
adventure education.  In light of increasing implementation of these 
programs and activities in the counselling and therapeutic settings, 
research into the possible psychological impacts on subjects should be 
examined. 
 Studies on the influences of a GAIT program should be conducted 
using a generalised population to examine any relationship between the 
effects of the GAIT program and involvement in university studies.  
Although the current study has indicated that reported self-esteem levels 
of the experimental group were similar to that of a general population 
sample, possible confounding exists within the university structured 
program.  
 The effects of GAIT involvement on the self-concept as opposed to 
specifically self-esteem should be examined to clarify the uniqueness of 
each construct and the link which exists between the two.  The current 
study focussed on self-esteem development, however evidence alludes to 
a specific effect on the self-concept.  Further studies aimed and more 
clearly defining these two constructs are needed. 
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 The use of the S.E.I. provided a global or overall picture of the 
individual's self-esteem level.  Further studies examining the effects of a 
GAIT program on each of the different facets of global self-esteem need 
to be conducted to ascertain any specific effects of the program.  With 
continued research and refining of self-esteem measurement instruments, 
a more accurate picture of the specific aspects of self-esteem effected by 
an GAIT program may emerge.  Thus, the current study provides a 
picture  of the global level of self-esteem experienced by participants and 
therefore any impact on specific areas of the self-esteem make-up are 
undetectable.  
 Longitudinal studies of subjects who have participated in GAIT 
programs need to be conducted to establish the long term effects of 
involvement in these programs.  One limitation of the current study is the 
single post-test incorporated in the design.  In many cases where 
behavioural changes are implemented, as with any new skill, time is 
needed for practice and revision.  Longitudinal studies would provide 
valuable information regarding the long term effects of a GAIT program.  
 Due to the large discrepancy between gender based self-esteem 
levels, single sex GAIT programs should be conducted to examine the 
effect of mixed gender grouping on the outcomes of the program.  
Socially conditioned, gender specific behavioural responses were 
commonly exhibited throughout the treatment and these interactions may 
have impacted on the potential outcomes. 
 The investigation of the relationships between psychological, 
emotional and physical risks and their impact on self-esteem should be 
investigated.  Currently there appears to be an increasing use of risk as a 
teaching tool.  It is important to explore the many different sources of 
perceptual risk and there impact on the learning process.  The increased 
awareness of emotional and psychological adventure needs to be explored 
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and through this process, a clarification of the construct and importance 
of self-esteem and adventure education. 
 The debriefing process of the GAIT program has been identified as 
a major part of the total experience.  Considerably more research into the 
impact of the debrief as opposed to the tasks themselves needs to be 
completed.  Indeed, it may be valuable to approach the investigation of 
the impact of GAIT programs from a counselling and psychotherapeutic 
viewpoint rather than from the traditional adventure education and 
outdoor pursuits paradigm. 
 As with any study of this nature, the fidelity of the treatment is 
open to confounding simply by the nature and experience of the 
facilitator.  Further studies examining the impacts of different facilitators 
on the effectiveness of the GAIT program need to be addressed.  It may 
be possible that rather than the value of the experience being inherent in 
the activities, the true value of the outcome lies in the skill and empathy 
of the facilitator. 
 
6.4  Summary 
 
 There is considerable qualitative evidence to suggest that 
involvement in group based adventure learning experiences contributes to 
an increased awareness of the self and provides the opportunity for 
human growth and development.  The current study has provided 
valuable insight into the processes which occur during adventure based 
programs utilising group adventure initiative tasks and provided greater 
insights into the structure and construct of self-esteem.  Further research 
in these fields should continue to add clarity to our  understanding  
surrounding these areas. 
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TREATMENT OUTLINE 
 
 
1. Course Structure
 
 
University of South Australia 
School of Physical Education, Exercise and Sport Studies 
 
Group Dynamics in Action (06186) 
 
 Course Aim 
 
 To develop individual responsibility and to enhance effective group 
participation in an enjoyable learning atmosphere. 
 
 Course Objectives
 
 - To introduce students to the theory of group dynamics and its 
application in various group situations. 
 
 - To involve students in practical experiences that involve the 
application and development of group processes in order to develop their 
understanding of group structure and function. 
 
 - To develop students who are reflective group members and who 
can identify elements of effective group performance. 
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 - To develop the students skills in observation and analysis of 
group processes. 
 
 - To foster personal growth within students. 
 
 - To assist students to translate and apply the processes of group 
dynamics to a wide range of settings including the school and 
management realms. 
  
 - To involve students in a learning program based on experiential, 
adventure and collaborative learning styles. 
 
 Course Delivery 
 
 - The course utilises a variety of delivery styles. These include 
seminar sessions, individualised problem solving and 
experiential/adventure based learning. 
 
 - Students are expected to take full responsibility for their own 
learning. 
 
 - They are encouraged to use and develop their personal skills in 
the areas of self initiative, organisation, discipline, resourcefulness and 
time management. 
 
 - Students are expected to take responsibility for the organisation 
and delivery of parts of the program. The development of personal 
responsibility and leadership behaviours features highly in this program. 
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 - Problem Solving tasks requiring research, reading and 
application will feature in the learning of group structure and function. 
 
 - Experiential exercises including Group Adventure Initiative 
Tasks (GAITs) will be used to develop group interaction skills, personal 
growth and further facilitate the learning of group processes. 
 
 - The outcomes gained from participation in this program directly 
relate to the commitment and level of involvement at which students 
choose to operate. 
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TREATMENT DIARY 
 
 
Week 1
 
Outline 
 
Introduction to course 
Agreements 
Classifying Groups and Definitions of Groups 
Reasons for Membership 
Advantages and Disadvantages of Group Membership 
The complexity of group dynamics 
Cycles of Group Development 
 
Games 
 
1. Who am I? 
 
*  Each subject has the name of a famous celebrity placed on their back.  
Their task is to correctly guess who they are.  
*  The subject may ask questions to which others may respond 'yes', 'no', 
or 'irrelevant'.  No other responses or descriptions are allowed. 
 
2. Blind Line Up 
 
 Each member of the group is given a number and then blindfolded.  
The entire group must correctly align themselves in a straight line from 
the smallest number to the largest without making a sound. 
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3. 4 Pointer 
 
 Groups of 5 are formed. The task is to transport the group of 5 
people across a designated area with only 4 points in contact with the 
ground at any point. 
 
4. Group Sit 
 
 The group forms itself into a circle.  Each person faces the back of 
the person in front of them.  The task is to simultaneously sit on the lap of 
the person directly behind to enable the entire group to be self supporting. 
 
Readings 
 
Tyson (1989) Ch. 1 and 2, Schultz (1989) Ch. 1 and 2, Johnson and 
Johnson (1991) Ch. 1 
 
Week 2  
 
* Review Group Development 
* Review Agreements 
* Dependent/Independent/Interdependent - definitions and implications. 
* Trust - The importance of agreements and norms. 
* The Model of Responsible Action 
* Perceptions/Individuals Paradigms/Personal Change 
* Circle of Concern and Influence (Covey) 
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Games 
 
1. Trust Walks 
 
 The group is divided into pairs.  One person is blindfolded.  The 
other makes the commitment to keep the blindfolded person 100% safe at 
all times and keep them free from injury.  The leader then directs and 
guides the blindfolded person around, through and over a series of 
elements or obstacles. 
 
2. Wind In The Willows 
 
 Small groups are formed in tight circles. One person stands in the 
middle of the circle and, keeping as rigid as possible, falls back into the 
arms of the circle and is passed gently around the circle while remaining 
completely rigid. 
 
3. Trust Falls 
 
 Two lines of people are formed, all facing each other with arms 
stretched out in front and interlinked with the opposite line.  The 'faller', 
standing on a chair or box and remaining completely rigid, then falls into 
the arms of the group and is lowered to the ground. 
 
Readings 
 
Covey (1989) pp. 15-93. Kemp and Piltz (In press) 
 
 
  APPENDIX B     176 
Week 3 
 
Outline 
 
* Review Trust and Responsibility 
* Empowerment - What is it? 
* Win-Win Paradigm and strategies 
* Group Structure and Function 
 
Games 
 
1. All Screwed Up 
 
 Groups of 5.  Each group has a 1.5 metre length of threaded steel 
rod.  Each group member has a threaded nut.  The task is complete when 
all group members have threaded their nut onto the rod from one end of 
the rod to the other.  The fastest time recorded is the winner. 
 
2. Blind Square 
 
 Groups of 5. Each group member is blindfolded.  Each group is 
given a coiled loop of rope.  The task is complete when the group has 
formed a perfect square with the loop of rope. 
 
Readings 
 
Tyson (1989) Ch. 2, Schultz (1989), Ch. 4, Covey (1991) pp. 205-234 
 
 
  APPENDIX B     177 
Week 4 
 
Outline 
 
* Review the Win - Win paradigm 
* Communication - How can we communicate more clearly? 
* Support - How do we give it and how do we receive it? 
 
Games 
 
1. Wild Woosey 
 
 Two tension cables are suspended between 3 trees in a 'V' shape.  
The task is complete when the entire group, working in pairs, has 
traversed the length of the cables from the narrow end of the 'V' to the 
wide end. 
 
Readings 
 
Johnson (1989) Ch. 3, Tyson (1989) Ch. 3, Covey (1991) pp. 235-260 
 
Week 5 
 
Outline 
 
* Leadership - Differences between a leader and leadership. 
* Collaboration - What does it mean? 
* Synergy - How do we get it? 
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Games 
 
1. Farmer's Task 
 
 Each member of the group is given an animal.  Without 'speaking', 
the group must find the other animals of their species to form a 'herd' 
(animal noises are the preferred method of communication!). 
 
Readings 
 
Tyson (1989) Ch. 4, Schultz (1989) Ch. 5, Covey (1991) pp. 262-284. 
 
 
Week 6 - Private study week  - no session 
 
Weeks 7 - 14  -  Group Adventure Initiative Tasks  
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COURSE AGREEMENTS 
 
 
1.  I agree to give my best effort for 100% of the time during 
   each task. 
 
2.  I agree to take full responsibility for my actions. 
 
3.  I agree to respect other group members' rights, perceptions 
  and feelings. 
 
4.  I agree to communicate in an open and honest manner in all 
  my dealings with staff and students. 
 
5.  I agree to practice active listening in all communication. 
 
6.  I agree to allow myself and others to learn from our  
  mistakes. 
 
7.  I agree to support my peers and accept their mutual  
  support throughout the course. 
 
8.  I agree to use every opportunity to extend and challenge  
 myself and to reflect on my actions in order to enhance my  
 personal growth. 
 
9.  I agree to doing my best to help achieve the group goals. 
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10.  I agree to fulfill the course requirements and assessment to 
  the best of my ability. 
 
Name:        
 
Signature:        
 
Date:         
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GAIT DEBRIEFING AGREEMENTS 
 
  
 The following agreements/norms will apply in situations when the 
group is discussing aspects of its performance. They enable all 
participants to clearly understand the type of communication pattern and 
atmosphere that is valued in the course. 
 
 
Please make yourself familiar with these patterns. 
 
 
1.  Speak only for yourself, not for others in the group. Use 'I' 
  statements rather than 'we'. 
 
 
2.  Individuals have the right to 'pass' and not make comment 
  on a topic if they choose. 
 
 
3.  Each group member accepts other members of the group for 
  who they are. There may be differences in opinion and views 
  displayed in discussions by individual members. This must 
  not be directed personally - no 'putdowns' will be accepted. 
 
 
4.  The group will aim to allow a fair sense of talk time to each 
  of its members. 
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5.  The group and individuals will take responsibility for their 
  own growth, learning and change. 
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COOPERSMITH SELF-ESTEEM INVENTORY (S.E.I.) 
STATEMENTS 
 
 
 Subjects answered to the following 25 statements with an either 
"like me" or "unlike me" response. 
 
 
 1. Things usually don't bother me. 
  
 2. I find it very hard to talk in front of a group. 
  
 3. There are lots of things about myself I'd change if I could. 
  
 4. I can make up my mind without too much trouble. 
  
 5. I'm a lot of fun to be with. 
  
 6. I get upset easily at home. 
  
 7. It takes me a long time to get used to anything new. 
  
 8. I'm popular with persons my own age. 
  
 9. My family usually considers my feelings. 
  
 10. I give in very easily. 
  
 11. My family expects too much of me. 
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 12. It's pretty tough to be me. 
  
 13. Things are all mixed up in my life. 
  
 14. People usually follow my ideas. 
  
 15. I have a low opinion of myself. 
  
 16. There are many times when I would like to leave home. 
  
 17. I often feel upset with my work. 
  
 18. I'm not as nice looking as some people. 
  
 19. If I have something to say, I usually say it. 
  
 20. My family understands me. 
  
 21. Most people are better liked than I am. 
  
 22. I usually feel as if my family is pushing me. 
  
 23. I often get discouraged with what I am doing. 
  
 24. I often wish I were someone else. 
  
 25. I can't be depended on. 
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COOPERSMITH BEHAVIOUR RATING FORM (BRF) 
QUESTIONNAIRE 
 
 
 Lecturers and co-ordinators involved with subjects in the study 
were asked to respond to the following questions in an "always", 
"usually", "sometimes", "seldom" and "never" scale.  The questions were 
adapted from Coopersmith's Behaviour Rating Form (Coopersmith, 
1967). 
 
 
 1. Does this student adapt easily to new situations, feel 
comfortable in new settings, enter easily into new activities? 
 
 2. Does this student hesitate to express his/her opinions, as 
evidenced by extreme caution, failure to contribute, or a subdued manner 
in speaking situations? 
 
 3. Does this student become upset by failures or other strong 
stresses as evidenced by such behaviours as withdrawing and sulking? 
 
 4. How often is this student included in activities by his/her 
peers?  Is his/her companionship sought for and valued? 
  
 5. Does this student become alarmed easily?  Does he/she 
become very restless when procedures are changed or exams are 
scheduled? 
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 6. Does the student seek much support and reassurance from 
his/her peers or lecturer as evidenced by seeking their nearness or 
frequent inquiries as to whether he/she is doing well? 
 
 7. When the student is criticised, does he/she become either 
very aggressive or very sullen or withdrawn? 
 
 8. Does the student deprecate his/her coursework, grades, 
activities, and work products?  Does he/she indicate he/she is not doing as 
well as expected? 
 
 9. To what extent does this student show a sense of self-
esteem, self-respect and appreciation of his/her worthiness? 
 
 10. Does this student publicly brag or boast about his/her 
exploits? 
 
 11. Does this student show confidence and assurance in his/her 
actions toward his/her lecturers and peers? 
 
 12. Does this student attempt to dominate other individuals and 
peers? 
 
 13. Does this student continually seek attention, as evidenced by 
such behaviours as speaking out of turn and making unnecessary noise? 
  
 Please make a brief subjective comment on the student's level of 
self-esteem and self-concept based on your observations of their general 
behaviour. 
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KUHN AND McPARTLAND TWENTY STATEMENTS TEST 
(TST) 
 
 
 There are twenty numbered blanks on the page below.  Please write 
twenty answers to the simple question 'Who am I?' in the blanks.  Just 
give twenty different answers to this question.  Answer as if you are 
giving the answers to yourself, not to somebody else.  Write the answers 
in the order they occur to you.  Don't worry about logic (or) 'importance'.  
Go along fairly fast, for time is limited. 
 
1.            
 
2.            
 
3.            
 
4.            
 
5.            
 
6.            
 
7.            
 
8.            
 
9.            
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10.            
 
11.            
 
12.            
 
13.            
 
14.            
 
15.            
 
16.            
 
17.            
 
18.            
 
19.            
 
20.            
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SELF-ESTEEM QUESTIONNAIRE 
 
 
 
NAME: 
 
GROUP NUMBER: 
 
CASE NUMBER: 
 
Self-esteem can be described as the way we feel about ourselves in 
relation to the way we see ourselves (our self-concept). Self-concept  is 
made up of three distinct parts;  
   
  (1) the way you see yourself as a person, 
  (2) the way other people see you as a person, and 
  (3) the way you are as a person. 
 
 
In the spaces below, and based on your own perceptions of yourself and 
those in your team around you, write down your thoughts about; 
 
(A) How do I feel about myself at this point in my life. 
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(B) How do other people in my life feel about me. 
 
 
 
 
 
 
 
 
(C) How would I really like to feel about myself and how do I want 
other people in my life to feel about me? 
 
 
 
 
 
 
On the graph below draw a line which best represents your perceived 
level of self-esteem throughout the duration of the Group Dynamics 
course. 
 
HIGH
MOD.
LOW
SELF-ESTEEM
TREATMENT WEEK
1 15
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Would you like to make any other comments about yourself or the 
course? 
 
 
 
 
 
 
 
 
 
Thankyou for your commitment to Group Dynamics in action! 
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BLOCKS AND BOARDS 
 
"You are a special forces unit sent over enemy lines to retrieve top secret 
documents.  During your retreat, you come across a mine field blocking 
your escape path to your pick up spot where a helicopter is due to land 
and return you to base. 
 
Your task is to move the entire squad over the mine field to the awaiting 
helicopter.  The only materials available to you are some bricks, boards 
and ropes found in a destroyed bunker.  To cross the mine field these 
materials may assist you within the confines of the rules.  You have 
exactly 60 minutes for the whole unit to cross the mine field to the 
helicopter which will fly you to safety.  If you fail to do this within 60 
minutes, the helicopter will leave without you and the enemy will capture, 
torture and execute you. 
 
DO NOT FAIL THIS MISSION, THE SECURITY OF YOUR COUNTRY 
DEPENDS ON YOU! 
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THE TORRENS TRAUMA 
 
"The year is 560 B.C.  For years you and your fellow Jahunga tribe 
members have lived peacefully alongside the acid-spitting Kinja 
creatures.  Trouble only arises when one of you venture into the property 
of the very territorial Kinja tribe.  On this day it seems one of you has 
done just that, for he returns to the camp screaming and holding his eyes.  
The acid causes excruciating pain, temporary blindness, and unless the 
antidote is administered within sixty minutes, death.  The only antidote 
known to your tribe is the fungus that grows on the other side of the 
pirhana infested river.  Half of the tribe must transport the blinded tribe 
member to the antidote by using the primitive materials available, 
without touching the infested water, and without entering the land of the 
dangerous Kinja creatures." 
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THE SPIDER'S WEB 
 
"The year is 2010, 2 years after a nuclear holocaust, and few species of 
animals have survived.  The African Zapritic spider and the Aussie 
blowfly are two of the lucky survivors able to withstand the affects of 
radiation.  You are a group of Australian blowflies that have been 
studying the selfish Zapritic spider.  You have discovered that the 
Zapritic spider only ventures away from the web for 1 hour per day and 
on this particular morning he has done just that.  When a blowfly touches 
the web, they become electrocuted and only when their fellow blowflies 
step back from the web and make a loud buzzing sound does the 
electrocuted effect wear off.  The African Zapritic spider thrives on 
abandoned power stations which he converts into the electrified web.  
The Zapritic spider is a slow, powerless creature when not touching the 
web, however, touching his electrified web creates a ferocious killer of 
blowflies!  The web is blocking a square tunnel which leads to the main 
power switch.  The switch is blowfly sensitised and can only be turned off 
by blowfly bacteria found on the legs of the Aussie blowflies.  When the 
web is turned off, the spider becomes harmless and good blowfly tucker!  
Your mission is to disarm the web by first passing through it and then 
switching off the power." 
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The 'Spider's Web' Group Adventure Initiative Task being completed by 
one of the treatment sub-groups. 
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HIGH ROPES COURSE ELEMENTS 
 
The Catwalk 
 The Catwalk consists of a round perma-pine log, approximately 
thirty centimetres in diameter and ten to twelve metres long, suspended 
between two trees approximately eight to ten metres off the ground.  The 
task involves climbing the tree and traversing the length of the log on 
foot before being lowered to the ground. 
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The Heebie Geebie 
 
 A foot cable is suspended approx 10 metres from the ground.  Two 
nylon ropes are suspended along the length of the foot cable crossing to 
form an 'X' at the centre.  The task is to cross from one end of the cable to 
the other using these two ropes for support. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  APPENDIX M     225 
 
The Multivine 
 
 A foot cable is suspended approximately 8 metres from the ground. 
Another cable is suspended above it with nylon 'vines' hanging from it.  
The task is to move from one end of the cable to the other using only the 
'vines' for support. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  APPENDIX M     226 
The Trapeze 
 
 The trapeze is suspended approximately 8 metres from the ground 
and approximately 3-4 metres from the platform.  The task is to dive out 
from the platform and catch the trapeze. 
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SITUATION
Choice of Response
MODEL OF RESPONSIBLE ACTION
REACTIVE APPROACH
'Victim'
Respond as a Respond as a
'Master'
PROACTIVE APPROACH
Reactive Behaviours Proactive Behaviours
*   Blame others
*   Justify actions
*   Deny actions
*   Indecision - lack of 
commitment
*   'Own' actions
*   Accept responsibility
*   Acknowledge actions
*   Make and fulfil a 
commitment
OUTCOMES OUTCOMES
RESPONSIBILITY CONTINUUM
Minimum Maximum
Responsibility Responsibility
+ Feeling of lack of control of
+ Despair
+ Externally controlled
  + Dis - empowered
+ Frustration and Unhappiness
destiny + Feeling of control ofdestiny - calm
+ Internally controlled
+ Empowered
+ Contentment and happiness
Model of Responsible Action               Wendy Piltz and Travis Kemp, 1994.  
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CONSENT LETTER 
 
 
Hello           , 
                           
                               My name is Travis Kemp and I am a Master of Arts 
(Education) student at Deakin University in Victoria. I will be facilitating 
the Group Dynamics course with Wendy Piltz in Semester 2, 1994. As a 
part of my work, I am carrying out a study looking at people's 
participation in adventure learning initiative tasks (you've probably heard 
them called "initiative tasks" or initiative "games" or perhaps "group 
challenges"). As you are probably already aware, in Semester 2 of this 
year you have enrolled in the Group Dynamics unit of study. As a part of 
your course work in this unit you may be participating in these types of 
activities. 
 
                          You are invited to participate in this study. 
 
    Participation in this study does not require you to contribute anything 
over or above what you will be contributing in the normal course of your 
completion of the group dynamics unit. There will be two questionnaires 
given to you which you will be asked to complete at the beginning and at 
the end of the unit. These questionnaires will ask you about how you see 
yourself as a person and will ask you to respond to a number of 
statements relating to feelings which may or may not relate to you. I will 
also be asking a number of your lecturing staff to complete a similar 
questionnaire about you. To put your mind at ease, the information you 
provide is treated with the strictest confidence. This means that: 
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         - Any information which is given to me will have your name 
removed and be coded for identification. (Much like Year 12 exams.) 
         - No other person will have access to, or be given in any way 
verbally, in writing or in any other form any of the information which 
you provide. (This includes the lecturing staff involved and any other 
members of the staff.) 
          - You will in no way be associated with your comments in person 
in any of the published material. 
          - You have the right to deny the completion of the questionnaire by 
the lecturing staff but still provide your own questionnaire to be a part of 
the study. 
          - All information volunteered by you at any point in time 
throughout the course is treated in the strictest confidence. 
 
 In addition to this, I will also be video taping each of our Group 
Dynamics sessions. Once again these tapes will be seen by me alone and 
any information taken from the tapes will be coded in the same way as for 
the questionnaires above. There will be no reference made to you as an 
individual nor will any of the comments, opinions etc. expressed during 
the sessions be linked to you in any of the written data.  
 
   If you have any concerns or questions about the study please don't 
hesitate to call me and I will be happy to put your mind at ease. 
Alternatively leave a message with Maria in the P.E. office and I will 
return your call. Wendy Piltz, the lecturer of the Group Dynamics unit 
can also help you with any concerns you may have. 
   
  Both Wendy and myself are looking forward to a very exciting and 
worthwhile unit next semester and I look forward to meeting you soon. 
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        Travis Kemp B.Ed. 
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Appendix A
A Brief Introduction to Formal Object-Oriented Method-
ology (FOOM)
This introduction is written by Swatman (1996) and appears in Kilov and Harvey (1996,
Chapter 18).
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ABSTRACT
FOOM (Formal Object-Oriented Methodology) is a method which assists in
understanding and modelling organisations and thus information systems.  The method
promotes:
! highly appropriate and precise requirements specifications for information
systems 
! models of organisational and inter-organisational processes, which may form
the basis for organisational and network reengineering.
In this paper, I summarise FOOM, which has been under development since 1989 and
which was initially described by Swatman & Swatman [SS92a], and argue that the
FOOM approach offers clear potential benefits within the Information Systems domain.
The paper is non-technical in nature and is designed to offer a summary of existing work
and future directions. References to the detailed and technical publications of the
FOOM project are provided for the interested reader.
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1 The URL for the FOOM home page is:
 http://mae.ba.swin.edu.au/~paul/foom.html
INTRODUCTION
Boehm’s studies of systems development at IBM and TRW [B76], which are still
widely accepted, showed that approximately 60% of system faults can be traced to
specification errors, ambiguities and omissions.  The FOOM project has developed and
continues to enhance an information systems requirements engineering method which
focuses on the problem of precisely specifying appropriate systems.
This paper describes, in outline, FOOM and provides references to the published
literature on the detail of the method for the interested reader.  Much of this literature
is accessible via the Web1.
This paper is structured as follows:
Background The motivation for FOOM and the issues which the method addresses
The FOOM Project A brief history and a description of the FOOM approach in outline
The FOOM specification The format of the output of our requirements engineering
method and how this document is validated and used
Current and future work Documentation of design rationale and the development of
support tools; further evaluation and evolution of the method.
In this paper, I use the first person singular (“I”) to indicate my views as the author of
the paper and the first person plural (“we”) to indicate the views of the FOOM project
team in general.
BACKGROUND
We were motivated by the dissatisfaction with the performance of the Information
systems profession which was pervasive within commerce and industry.  The focus of
that dissatisfaction is often referred to in the literature as the “Software Crisis” [B87,
S87, S92a].  In developing FOOM we have focused on the commercial and industrial
rather than the technical and scientific domain.  This domain is characterised by clients
whose education and focus is primarily non-technical; and by information systems
where the complexity of the social and organisational aspects overshadow the technical
difficulties.
Computer scientists and software engineers appear to have shown little interest in
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studying the peculiarities of systems development within this domain S most research
to date has been undertaken by the Information systems community S and the foci of
interest and thus the approaches taken by these communities of researchers are quite
distinct [SS92a]. We have synthesised a method for understanding and modelling
problem situations and for specifying and validating the requirements of intervention
in those situations, based on ideas developed within both communities.  Our method,
FOOM, is designed to assist in the process of developing systems which are:
! conformant to requirements
! buildable
! maintainable
Conformance
Conformance to requirements is a central goal of any programme of high-quality
information systems development.  We consider this concept in two parts:
! conformance of the specification to the requirements of the clients; and
! conformance of the resulting system to the specification
It is important that the specification appropriately and accurately represent the problem
context, as well as the requirements of and constraints on any proposed intervention.
The positivist, objectivist philosophy, which (largely unacknowledged) underlies much
of the software engineering community’s research into systems development methods,
has been widely criticised within the information systems literature.  The critics argue
that in socio-organisational contexts there exists no single, objective statement of
requirements just waiting to be uncovered, but rather that such contexts may only be
viewed subjectively through the cognitive filter of the various associated actors (see, for
example, [C81, C95]).
A number of approaches to understanding problem situations which take into account
these ideas have been embodied in systems development methodologies, including: Soft
Systems Methodology [C81, C89, C95, CS90], ETHICS [MW79] and Multiview
[AWH86, WHAA85]. 
In developing FOOM, we have been strongly influenced by these ideas which enhance
the process of eliciting information and understanding of problem contexts and thus
contribute to improving the conformance of the specification. Problems do, however,
remain.  No existing requirements engineering methods which adopt these ideas deliver
specifications which are formal (in the sense that they are mathematically precise).  The
questions, then, are: 
! How can we validate a requirements specification which has no precise
meaning?
! How can we reliably design and implement a system which fulfills a
specification which has no precise meaning?
These questions are, of course, unanswerable.  An imprecise specification cannot form
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an adequate basis for communication or agreement between the modellers and the actors
in the problem domain, nor may it provide a basis for communication with those who
will design and implement a specific intervention (“solution”).  In principle, the problem
of precise representation has long been solved S all engineers understand the necessity
and benefit of building mathematical models both for analysis and communication S
and, within the software engineering research community, formal specification has been
the focus of considerable interest for some time.  In recent years, we have seen
increasing use of formal methods in the development of safety-critical software systems
particularly.  If we are to build high-quality information systems, it is clear that the
specification must be sufficiently precise to provide a baseline for the evaluation of
conformance.  Consequently, requirements in FOOM are represented in a
mathematically formal specification language.
Formal languages allow us to be precise in our communication, but do not necessarily
allow us to be effective.  For example, the monolithic COBOL and FORTRAN
programs of the 1960s were precise specifications, but they quickly became difficult to
maintain because, although they were effective mechanisms for communicating with
compilers, they were ineffective for communicating with people. We must be able to
communicate the specification to the actors in the problem context and the
designers/implementors of the consequent intervention.  We seek:
! to reduce cognitive dissonance between the model which underlies our
specification and the models in the minds of the domain actors and the
design/implementation team
! to assist the design implementation team to build their own mental model of
the required system.
We have addressed these goals by:
! adopting object-orientation as the underlying abstract architecture for FOOM
specifications.  The OO community believes both that we naturally understand
the world in terms of systems of interacting objects and that OO systems
development is seamless in the sense that requirements, design and
implementation models for a given system are, typically, architecturally similar
(see, for example, [HSE94]). 
! incorporating a object-oriented diagrammatic notation (drawn from MOSES
[HSE94] then extended and modified by Fowler et al. [FSW95] and Wafula
& Swatman [WS95a, WS95b]) as descriptive documentation.
The adoption of an object-oriented abstract architecture also allows us to emphasise
reuse.  Reuse of well-defined high-quality components reduces some of the
opportunities for error in the design/implementation process, provided that appropriate
components may be identified.  Naturally, reuse of a domain artefact (together with its
design and implementation) offers more leverage than reuse of a design artefact which,
itself, offers more leverage than simple reuse of an implementation artefact.
One significant problem remains. The conventional wisdom has been that
mathematically formal techniques would be unacceptable and, in any event, ineffective
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within the commercial IS context.  In our work we have challenged this belief,
successfully using formal specifications supplemented by explanatory diagrams, text
and discussion in collaborative requirements engineering projects within conventional
commercial contexts.
Buildable Systems
We see three important trends in software development occurring at an organisational
level:
! the move to third-party systems development [B86,D87, HM84, RH88, SM86,
SS90, SSE90]
! system assembly from variously sourced components [A90, G90, M89, R91,
S90, VK90]. In these, the development (the design and/or the implementation)
of individual system components is sub-contracted (sometimes under the
control of a specialist systems integrator, sometimes under direct in-house
control) to a variety of third-party organisations.  In the general case, some
components may be developed in-house.  When integrated, these components
form the final system
! the increasing importance of inter-organisational information systems [F87,
RE88,SS92c].
These trends clearly suggest that, increasingly, information systems will be developed
in a complex, multi-organisational context where there may be multiple client
organisations and where the “solution” designer(s) and implementor(s) may be
organisationally independent of any client.  We must, therefore, adopt a requirements
specification architecture within which the design and implementation of precisely
described components may be subcontracted in a manner analogous to that adopted in
more conventional engineering domains. We suggest that formally precise specifications
based on an Object-Oriented architecture address this problem.
Maintainable Systems
Systems do, of course, change during their lifetime S estimates of the ratio of
maintenance/enhancement cost to development cost of systems range up to 2:1 and
beyond. OO is argued by its proponents to be an intrinsically more maintainable
architecture than the common alternatives (see, for example, [HSE94]) and we accept
these arguments S which appear to be theoretically sound, though I am not aware of any
conclusive empirical evidence in support.
We have more recently begun to grapple with a further aspect of maintainability S that
of understanding existing systems. Our work is incomplete but I will, nonetheless,
outline the concepts here.  In our earliest work, we considered the problem of
communicating our specifications to the domain actors on the one hand and to the
designers and implementors on the other. We are only now considering communication
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with maintainers and enhancers of the system.
We see the difficulties here as being similar in many ways to those which face:
! the developers of reuse libraries
! the developers of corporate data models.
[C96] and [S96] have shown that one of the difficulties with ongoing use of corporate
data models is that potential reusers are unable easily to understand the models.  A
potential solution to the problem in this case is the annotation of the data model with
design rationale S that is, to include documentation which illustrates the reasons which
underlie the specific architecture of the data model.
HISTORY OF THE FOOM PROJECT
[SS92a] describe, in outline, a framework for an information systems development
methodology, widely applicable within the conventional information systems domain,
which draws upon a number of established areas of research:
Socio-organisational contextual analysis following the work of Checkland [C81, C89,
C95] and Checkland & Scholes [CS90] which, in the general case, denies the
existence of a single, objective requirements specification waiting to be
discovered by the systems analyst 
The object oriented approach in which situations are modelled as systems of
interacting, encapsulated objects, each object belonging to some class 
Mathematically formal specification languages in particular, the object oriented
specification language Object-Z [DKRS91] by means of which the abstract
characteristics of classes may be described precisely and unambiguously.  
Figure 1 depicts a process model, developed by Fowler [F96], based upon the initial
FOOM framework.
All three areas of research make a contribution to the systems analysis and requirements
modelling process.  The socio-organisational approach is relevance-centred. It is
concerned with increasing the likelihood that the impact of intervention within the
organisational context would be understood – and, thus, that any intervention would be
appropriate.
Although the major contributions promoted by adherents to the object oriented approach
are concerned with engineering aspects of the systems development process (such as
modularity, information hiding, robustness, reuse, traceability), the approach also offers
a contribution to communication between specifier and client, to the extent that object
orientation is a natural modelling paradigm (see, for example, [HSE94]).
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2 This process is normally referred to as refinement within the
specialist literature (see, for example, [M94]. In this paper we use
refinement in its more common sense of clarification or increasing
relevance
Figure 1:  The FOOM Process Model
Formal Specifications were, initially, considered to be a conformance-centred approach
to software development. They were presented as a basis for a formal “concretisation”
process2 leading to provably correct code. More recently, formal specifications have
come to be acknowledged for their contribution to problem understanding [H90, S92a,
SS92a, W90], their precision offering potential for enhanced communication and
evaluation of understanding.
Our preliminary research [FSS93, S93, SFG92, SS92a] suggested that a
socio-organisational approach could be used beneficially in concert with object oriented
formal specification techniques within the information systems domain.
The FOOM framework was developed by synthesis and logical argument, drawing on
research in a number of largely independent areas across the breadth of the information
systems and software engineering domains [SS92a, SS92b]. Preliminary evaluation of
feasibility and potential benefit were undertaken by means of simulated [SSD91] case
studies and small commercial [SFG92] system specifications; and by means of
educational case studies and pseudo-laboratory experiments [S93].
Understanding and Modelling Problem Domains
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3  For example, Dataflow Diagrams [D79]
Figure 2: Information Systems Development
In common information systems development practice, a problem context is first
informally and then systemically specified.  The informal specification is ambiguous,
imprecise and contradictory. Various systematic specification techniques3 have been
designed to reduce this ambiguity, imprecision and contradiction.  Unfortunately, while
systematic techniques assist in this process, only specifications written in formal
languages which have a well-defined syntax and semantics are capable of precise
analysis.
Once the solution design and implementation have occurred, the formalised information
system which results has a well-defined behaviour, free of ambiguity.  Programming
languages are, in a sense, mathematical specification languages and a program listing
(in, for example, C or COBOL) is, therefore, a precise and complete specification of the
behaviour of the corresponding executable – all programs do  something, the question
is whether or not this something happens to match the intention of the specifier.
In essence then, the systems development process takes an ill-structured and possibly
contradictory context as input and delivers, inter alia a precise, well-defined (but, too
often, neither the desired or expected) computer system as output.  The critical issue,
therefore, is to determine at what point we should resolve the imprecisions, ambiguities
and contradictions of the problem context.  The FOOM approach, which is illustrated
in Figure 2, is to resolve these issues during the information analysis process.  The
argument, set out in detail in [SS92a], is based  upon the following assertions:
! we must formalise our approach sometime (a program is mathematically
precise – if somewhat difficult for human beings to analyse)
! it is significantly more likely that the participants in the information analysis
process (which would include actors within the context) would bring
problem-context-related worldviews to the identification and resolution of
ambiguities and contradictions than would software designers and computer
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programmers whose worldview is likely to be essentially technical
! a formal specification of requirements may be communicated to the designers
and programmers precisely and unambiguously.
Following an extensive action research undertaken in collaboration with the Western
Australian Department of State Services (DoSS), some aspects of which have been
reported by Swatman et al. [SFG92] and Fowler et al. [FSS93], both the FOOM process
and the model (requirements specification) which forms the deliverable from that
process have been refined.  Fowler & Swatman [FS96] describe the process in detail.
This action research project has provided strong indictive support for an approach in
which OO Analysis diagrams drawn, in modified form, from MOSES [HSE94] are used
with text to document the definitive Object-Z specification.
We have therefore developed a semantic correspondence between Object-Z and
modified MOSES OO analysis notation.  The complete mapping may be divided into
three main parts:
A structural model which involves mapping the classes and the various structural
relationships between them (in particular, inheritance, association and
aggregation) described within an Object-Z specification on to MOSES
diagrams [WS95b]
An object communication model which associates, with the Object-Z specification,
a pictorial representation of message passing between the objects and,
therefore, control [WS95a]. The pictorial representation corresponds to the
notions of interaction graphs [CABDGHJ94], event models [HSE94],
interaction diagrams and object diagrams [B94]
A dynamic model in which Event Chain notation [FSW95] is used to illustrate and lead
the reviewer to a full understanding of the Object-Z fragments extracted from
the formal specification which combine to define unambiguously the dynamics
of the system.
4  THE FOOM SPECIFICATION
The DoSS action research project has also provided strong indicative support [FSW94,
FS94] for an approach to specification presentation in which, firstly, requirements
specifications are divided into several sections, each having a different focus, to cater
for the needs of different audiences and, secondly, OO analysis diagrams drawn, in
modified form, from the systematic OO methodologies are used with text in an
explanatory role.
The FOOM approach suggests that requirements specifications be presented in the
following form:
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An executive summary forms the first part of the specification. Designed for
presentation to management, this section contains a textual explanation of the
system at a very high level, supplemented by informal diagrams
A behavioural perspective is presented in the middle section, in which Event Chain
notation [FSW95] is used to illustrate and lead the reviewer to a full
understanding of the fragments extracted from the formal specification which
combine to define unambiguously the dynamics of the system.  In essence, the
reviewer is assisted to consider the specification of the system from a
behavioural perspective, firstly at an intuitive level by means of the Event
Chain diagrams, then formally, precisely and unambiguously by means of
appropriately combined fragments of the complete Object-Z specification
which is contained in the final section. The behaviourally oriented section is
designed for those user(s) responsible for accepting the specification
The formal specification in its entirety is presented last and is intended for those
responsible for taking the requirements specification and developing the
resulting system. The specification is presented in the traditional fashion, with
text and OO Analysis diagrams used to explain the mathematics.  The
development of a well defined mapping from Object-Z into MOSES [HSE94]
notation extended by Wafula & Swatman [WS95a, WS95b], has been the
subject of recent work by Wafula [W95].
SUMMARY AND FUTURE WORK
The FOOM approach, outlined by Swatman [S92c] has been refined by Fowler [F96]
through application in a multi-organisational development of a major inter-
organisational information system.  Version 1 of FOOM is now documented in [FS96].
Our research has demonstrated that the FOOM approach can be used, apparently
beneficially, in typical IS environments S but further evaluative work is clearly required.
To date, FOOM has been applied only in small or artificial systems developments as the
subject of case studies on the one hand; and in a realistic project, but within an action
research framework, on the other hand, in which the method evolved as a result of the
identification of difficulties and opportunities.
The next phase of the evolutionary process must, we believe, be a series of realistic field
trials S we reject the usefulness, certainly at this stage of the development of FOOM, of
controlled experiments since our primary concern is to confirm the existence of
potential practical benefits from the use of the methodology.  There are, however,
technical difficulties to be overcome before such realistic case studies may be
undertaken:
! Object-Z, the formal notation which underlies FOOM, contains many
mathematical symbols and conventional word processing software offers only
limited support for the creation of Object-Z specifications.  In our research to
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date, we have used a set of macros which were developed at the University of
Queensland to extend the LaTeX typesetting system.  This technique, while
valuable so far, would, we believe, be totally unacceptable in the professional
information systems domain.  Some research has already been undertaken into
the design of an appropriate user interface to Object-Z [S92b, W94]
! The presentation of the requirements specification resulting from the
application of FOOM, discussed above, requires that the formal specification
not only be presented in full (in section three of the requirements specification)
but also that fragments be extracted from it and also presented in section two
... perhaps more than once.  It is of course essential that the specification
remain consistent!  Further, the OO diagrams which support the reviewers'
understanding of the formal specification must also remain consistent with the
formal specification.  Initial work in this area [T94, W95] suggests that it is
possible to mechanise the maintenance of consistency to a significant degree
and, in any event, to mechanise consistency checking.
Tan [T94] has created the outline design of a FOOM workbench, both to support the
creation of Object-Z specifications and associated explanatory diagrams and to support
consistency maintenance.  Work has recently commenced on the development of a
prototype based on this outline design and we hope to begin field trials in late 1996.
Further work on the documentation of design rationale within FOOM specifications
(and the benefits thereof); and on quality within the FOOM analysis process itself is
currently being undertaken within the Centre for Information Systems Research at
Swinburne University by Nguyen and Carroll respectively.
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